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CHAPTER I 
INTRODUCTION 
Preliminary Statement 
This research study focuses on the relation between a six-week 
institute which was conducted during the surrmer of 1970, at Oklahoma 
State University, Stillwater, Oklahoma, and the revolutionary movement 
that is now materializing in American education. The institute, which 
was composed of five staff members, thirty-two social studies teachers, 
and nine high school students, was concerned with introducing these 
teachers to the problem-centered, inquiry approach to teaching and the 
concepts and methods of socio 1 ogy. The movement, which has been 1 abe 11 ed 
the 11 New Criticism, 11 is concerned with bringing an awareness of some of 
the basic issues within the educational institution, i.e., product versus 
process, subject matter or content versus teaching methods, the purposes 
and consequences of education, etc., to those who find themselves invol-
ved with the schools in one capacity or another. Its concepts and met-
aphors are embodied within the humanistic tradition, which. emphasizes 
the problems and concerns of each individual, as opposed to the role 
structure of society. In order to better understand the nature of the 
relationship between this movement and the institute referred to above, 
it is necessary to have some comprehensive image of the changes in the 
purposes and goals of American education with which this movement is 
concerned. 
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· Chapter I is designed first, to offer the reader some insights into 
the basic issues i nvo 1 ved in this movement as conceived. by many of its 
most influential proponents and, second, to introduce the problem that 
is being investigated in this study. 
Rationale for the Study 
Educational Goals 
During the past two centuries, American society and the world as a 
whole has undergone many rapid and radical changes, i.e., a breakdown 
in religious and familistic institutions, the emergence of large-scale~ 
bureaucratic institutions in the spheres of technology and education 
(Martindale, 1966), the loss of a sense of 11community," the rise of 
political 11 individualism, 11 the diminishing influence of traditional, 
11 sacred 11 patterns of evaluation, coupled with an overwhelming increase 
in the influence of rational, 11 secular 11 forms of judgment {Nisbet, 1966), 
etc. The problem of understanding and adjusting to these changes is 
significant at both the individual and institutional levels. Much time, 
energy, and money have been spent in attempting to better understand 
these changes, and to aid both indivi~uals and institutions in their 
adjustments to them. 
There is little agreement among sociologists and anthropologists 
concerning the number and type of institutions universal for all socie-
ties. But all would probably agree that some provision must be made 
within each society to guarantee that the culture is passed on to the 
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young, which is generally referred to as the socialization process. 
This is a necessary function if the society is to survive. In the more 
stable societies, which are characterized by gradual, mostly unnoticed 
change, this function is satisfied, for the most part, within the insti-
tuti ona 1 structure of the family, . But when a society is characterized 
by rapid technological innovation, industrialization, and urbanization, 
the educational function is satisfied through the formation of a highly 
formal, bureaucratic institution (Martindale, 1966). Although the means 
vary, the goals of such an institution are consistent across societies 
(Goslin, 1965). They are twofold, ·and somewhat opposed to each other. 
On the one hand, individuals are 11 trained 11 to fill specialized 
roles in their respective societies, Goslin refers to this a~ 11 allo-
cating individuals to. positions in society. 11 As the society advances 
scientifically and technologically, these positions become highly spec-
ialized, requiring many. years of academic or technical training for 
those individuals who 11 qualify,II This function of the educational 
institution is in line with Durkheim's (1893) 11 organic 11 form of social 
solidarity, which is based on the primacy of the division of labor. In 
his interpretation of Durkheim's analysis of the division of labor, 
Nisbet (1966) says: 
With the rise of technology and the general emergence of 
individuality from the restraints of the past, it becomes 
possible,,,,for social order to rest, not on mechanical_ uni-
formity and collective repression, -but on the organic artic-
ulation of free individuals pursuing different functions but 
united by their complementary roles,,,,and division of labor 
will provide all that is necessary for unity and order. 
On the other hand, it is also the function of .education to provide 
the young with a general understanding of the world in which they live; 
in essence, this means to provide the proper environment for them 11 to 
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learn how to learn. 11 While the former is information and "fact" orient-
ed, specialized within.a 11 field 11 or discipline, the latter is oriented 
toward "inquiry"; and 11 discoveryll through the asking of questions that 
are relevant to the individual. Rogers (1,967) refers to this as "exper-
iential learning." With regard to this type, he says: 
The other type of learning is primarily.experiential·, or sig-
nificant or meaningful. The student says, "I am discovering 
--drawing in from the outside and making that which is drawn 
in a real part of me. 11 .... The feeling in regard to any· 
experiential learning is, 11 NowI 1m grasping what I need and 
want" (p. 38). · --
While these two goals of the educational institution .need not be 
in opposition to each other, they can easily become so when the bureau-
cratic structure a11ows the means and ends of the institution to become 
confused. Merton refers to this process as the "displacement of goals" 
(1968, p. 199). It has been stated that this is precisely what has 
occurred in American education today. Many find this trend toward oc-
cupational specialization and the rational ordering of men into "com-
plementary" roles--bureaucratization--at the expense of a general, 
experiential type of education, to be a frightening prospect. No one 
recognized and feared the possible consequences of this trend more than 
Weber ( 1969) , which is made c 1 ear in the following statement: 
.••. it is still more horrible to think that the world could 
one day be filled with nothing but those little cogs, little 
men clinging to little jobs and striving towards bigger 
ones--a state of affairs which is to be seen once more, as 
in the Egyptian records, playing an ever-increasing part in. 
the spirit of our present administrative system, and specially 
of its offspring; the students. This passion for bureau-
cracy .... is enough to drive one to despair. It i.s as if •••• 
we were deliberately to become men who need "order" and 
nothing but order, who become nervous and cowardly if for· 
one moment this order wavers, and helpless if .they are torn 
away from their total incorporation in it. That the world 
should know no men but these: it is in such an evolution . 
th.at we are already caught up, and the great question is 
therefore not how we can promote and hasten it, but what 
can we oppose to this machinery in order to keep a portion 
of mankind free from this parceling-out of the soul, from 
this supreme mastery of the bureaucratic way of life {p, 
455) 0 
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The trend which Weber recognized during the early part of the 
twentieth centry has found its climax in today's modern, overdeveloped 
world, It would seem that Riesman~s (1950) prophetic account concerning 
the rise of the 11 other-directed 11 personality is rapidly.becoming a real-
ity in the world we are creating, and our system of schools bears no 
small amount of the responsibility for its creation. 
The 11 New Criticism 11 
It is precisely this concern with the increased flight of the Amer· 
ican education system toward a highly specialized, standardized form of 
training individuals for future positions in society, at the expense of 
a general education in which the student's problems and adjustments to 
his world are made relevant, that precipitated the New Criticism move-
ment, There have been numerous criticisms concerning this basic dichot-
omy within the normative structure of the American educational order, 
and many have attempted to ameliorate the paradox with unique and ingen-
ious plans of reform. These reforms range from basic alterations within 
the existing structure to the total destruction of what now exists, 
replacing it with something entirely new, 
As more teachers and students are influenced by this movement, the 
institutional structure of the school finds itself in a near anomfc 
state. This is certainly a natural or even necessary condition prior to 
and during a revolution with radical overtones, Teachers and adminis-
trators alike have begun to examine the values and normative structure 
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that have been prevalent and stable within the educational order for 
many years. Basically, the critics are saying that what has been given 
priorityin the school system, e.g., training for future roles, know-
ledge for the sake of knowledge, order and discipline, etc., is dehuman-
izing to the individual and has little or nothing to do with education. 
Many of the critics within this movement are class.room teachers, or 
have been at one time. Their educational philosophy constitutes a fair-
ly cohesive school of thought, and their concerns center around the same 
basic issues within the educational environment. For the most part, 
their solutions to these issues follow a similar pattern, and the rhet-
oric and style of thought is remarkably parallel. Unlike their pre-
• 
decessors, the 11 0ld Critics, 11 i.e., Bester, Lynd, Conant, Rickover, et 
al., who were pillars of the Establishment wishing to utilize the schools 
as more efficient instruments of economic development and national de-
fense, these individuals tend to be not just un-Establishment, but 
intensely anti-Establishment in their outlook. Their views regard econ-
omic greed and the lust for military hegemony, which are imbued by the 
11 sacred cow 11 i nstituti ans of free enterprise with its profit system, 
nationalism, and war, as inextricably destructive of both schoolchild-· 
ren in particular, and humanity in general (Jones, 1970). 
The movement was conceived mostly amidst the struggles of a number· 
of these young teachers in the Negro ghettos of New York, Boston, and 
Los Angeles during the mid-1960 1 s. At this time, a number of remark-
ably similar books appeared on the scene--Mary Francis Greene and 
Orletta Ryan (1965); The Schoolchildren Growing !!.E_ in the Slums; James 
Herndon (1965) The Way it Spozed to Be; Nat Hentoff (1966), Our Child-
ren Are Dying; Jonathon Kozel (1967), Death at!!!. Early Age; and 
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Herbert Kohl (1967), 36 Children; to mention a few. According to Jones 
{1970): 
.... Each of these books is a rather strai.gh.tf,0rwar,.d .. narrative 
account of its protagonist's---,usually ;"ts author's---attempt 
· to teach over-large classes of deprived children in school 
situations characterized by public neglect and nonsupport, 
administrative incompetence~ corruption and defensiveness, 
bureaucratic inefficiency and rigidity, and fellow teachers 
with attitudes of defeat, class and racial prejudice, author-
itarianism, and' emotional exploitation of-their students (p. 
4). 
The New Criticism movement would probably have ended here if not 
for the efforts of John Holt. While the preceding .authors had dealt 
with the lives of children from deprived areas and social classes, this 
represented the fate of only one segment of the American school popula-
tion. It remained for Holt, in his three books---How Children Fail 
(1964, How Children Learn (1967), and The Underachieving School (1969) 
---to represent his experiences as a teacher in some " ••.• rather expen-
sive and fashionable private schools for middle- and upper-class child-
ren." According to Holt, the tragically sterile and rigid occurrences 
that seemed to be representative of the educational experiences in 
underprivileged areas were also quite prevalent in the educational sys-
tem as a whole. In fact, he found sterility and rigidity to be repre-
sentative of schools, teaching, and adult-child interactions in general. 
Holt feels that the five examples which follow depict how the 
schools·stifle learning and, in fact, a~tually teach dullness and stu-
pidity. First, they remove children from the reality of their environ-
ment and place them in a setting which is extremely artificial and 
barren. The schools do not begin to offer the richness of stimulation 
which is provided in their own homes, communities, and the natural 
world. Second, between the children and whatever reality is present in 
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the schools, 11 teachers 11 are interposed. For the most part, these are 
adults with preconceived notions concerning what is important for child-
ren to know, which answers are 11 rightll and which answers are 11wrong, 11 
and what is considered wasting time and what is not. The consequences 
of this are that children do not learn to perceive and understand 
reality, but what they do learn is to "psyche out" and meet their teach-
ers• expectations, even if those expectations are insulting and degrad-
ing; the result being that the majority of our most "successful" stu-
dents are the most docile students. Third, the schools take the essen-
tially unified experiences of children and slice them up into categories 
that are artificial and unreal. These categories are referred to as 
"subjects," and children are forced to attend to these rather than to 
those things that are vital and whole for them. Fourth, physical and 
social activity, noise-making, and enthusiasm are repressed by the 
schools in the interest of order and quiet. All of these above mention~ 
ed behaviors are necessary for emotional, intellectual, and even phy-
sical growth, but they are also uncomfortable and inconvenient for 
adults to deal with. And fifth, the schools are run by very detailed, 
mechanical, clock-driven time schedules, ratherthan by taking their 
cues from the natural rhythms of living and learning as these surge 
through the organisms of the children. 
The assumptions which lie behind these generalizations, and the 
observations on which they are based, are never made explicit in Holt's 
books. One need only turn to such books as George Dennison's (1969) 
The Lives of Children; and George Leonard's (1968) Education and 
Ecstasy, to discover a much more explicit expression of the assumptions 
underlying the New Criticism. 
Dennison's book is much like the other books cited so far, but he 
is more concerned with philosophical issues, and therefore he gives a 
theoretical foundation for his experimental First Street School. He 
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had earlier worked with Paul Goodman [compulsory Mis-education {1962), 
and Growing .!:!£ Absurd (1960)] , and his influence is evident in the con-
duct of this experimental school. Dennison's presentation of the basic 
principles underlying this school seems to express adequately the funda-
mental orientation of the New Criticism movement. These principles 
clearly depict those educational issues of concern to the New Criticism 
movement. First, there is concern for the present life of the child, as 
opposed to preparing him for later life.· Second, it is believed that 
present conventional school routines---military discipline, schedules, 
punishments and rewards, standardization---have nothing to do with the 
learning process, but that in fact they interfere with "normal" human 
relationships and stifle experiential learning, and they oppose the 
basic truths of the human predicament that must be the basis for any 
true education. Finally, it is felt that what should be quite a simple 
procedure,---running a primary school {or, for that matter, any school) 
---has become a bureaucratic quagmire of unworkable centralization and 
lust for control .. 
Leonard's {1968) book tends to be quite different from those ci.ted 
thus far. He is not a teacher, but a journalist, and although his book 
is certainly critical of education as it now exists, it is primarily a 
utopian survey of some recent developments in education that he feels 
might provide a basis for an entirely different kind of education---
education founded upon the belief that the proper goal of human exist-
ence is not work and the acquisition of material things, nor is it 
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competition for dominance over others, but rather ecstasy, 11 joy, 
ananda; the ultimate delight" (p. 230}. According to Leonard, 11educa-
tion, at its best, is (a~ ecstatic .... activity of soul in accordance 
with virtue 11 (p. 20}. 
It would seem that the one ma.in goal of the school is to produce 
11 automatons 11 programed·to their social roles with an emphasis on follow-
ing instructions and obeying orders. : Leonard (1968} feels that the 
average child is not given many opportunities to respond to during the 
day. When the chance does. come,.his re.sponse is usually llechoic,11 
meaning that the teacher.receives the response he wants to hear. A 
continuation in this procedure produces an organism with little or no· 
integrity. In many cases when the child does respond with honest feel-
ing he gets "slapped down." The things that are communicated to him 
through this medium·relate to sitting still, lining up in rows, follow-
ing instructions, and other basic trivia. But the real crime comes 
when he is made to. feel guilt for impulses that are natural and healthy; 
Because.of. this, Leonard feels that the present school system is de-
signed to produce little more: than unhappiness. 
One might ask the question, how did mankind enter into this tragic. 
business of damming up llthe flood of human potential?"· Leonard draws 
heavily from such sources as Freud ( 1930}, C i·vi 1 i za tion and Its .Dis- . 
contents, Marcuse (1966).,. Eros and Civilization, Montagu (1967}, On 
Being· Human, and Mumford (1967}, The·MYth of the Machine, to explain 
.historically our deplorable destruction of human freedom and creativity 
as Civilization has 11advanced. 11 
He sees man in his original state as a nomadic hunter who had "no 
job except learning., 11 a. truly free and ecstatic being; something 
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commensurate with Rousseau's l'Nobe Savage" {p. 73). With the discovery 
of agriculture and the sedentary way of life man was oblig~d to die 
a little. He had to sacrifice one of the basic features of ecstasy, 
the immediate and intrinsic gratification of totally imbibing activity, 
in favor of the deferred compensations of the dull drudgery which is 
plowing, sowing, and weeding.· In order to accomplish this purpose, it 
was necessary to construct what Mumford calls the 11Megamachine, 11 
which Leonard regards as the essence of Civilization. The Megamachine 
is depicted as 11 •••• a machine that concentrated energy in great assem-
blages of men, each unit sh.aped, graded, trained, regimented, articula-
ted, to perform its particular function (role) in a unified whole 
(society)"1 (p. 75). 
Leonard considers "aversive control"---punishment---to be the key 
movement within this Megamachine. Since this great change in the life 
style of man occurred, education has meant "the internalization of the 
whip." In western society this means that natural feelings have been 
denied, spontaneity has been squelched, and three "abnormal compulsions" 
---acquisition, competition~ and aggression---have been put into their 
place. Leonard feels that these compulsions tend to stifle vitality 
and produce "robot-like standardization" of potentially unique human 
beings. They are influential in alienating the individual from himself 
and from others. They are the essential fuel of society's. 11 inhuman, 
Moloch-like mechanism." In this respect, they have come to be viewed 
as the essence of huinan nature. Leonard believes that the school is 
1Parenthetic concepts added by this writer. 
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the killer .of human, potential because it exists to teach these compul-
sions. 
Ironically,.- he sees. the. hope of. mankind I s future freedom and return 
to ecstatic learning to be solely dependent upon the machine-like pro-
gression of this same Megamachine. that has dammed the flood of human 
potential for so many centuries. In its pursuit of the machine ethic,. 
efficiency, the Megamachine· has finally .developed the technology to the 
level where it can transform itself into a true machin~. The history of 
the Megamachine has been one of reducing men to the status of machine-
parts to further its efficiency. Leonard believes this is no longer the 
case. He feels it no longer needs to incorporate the total personality 
of men in order to accomp"lish its purpose. For the same reason that it 
once sought to dehumanize men before infusing them within its fabric, 
it now seeks to exclude them altogether. And according to Leonard, this 
is our liberation. This offers man an opportunity to return to his 
original state as hunter, free to explore his environment and enjoy the 
ecstacy of learning. He concludes by saying: 
Every child, every person can delight in learning. A new 
education is already here, thrusting up in spite of every 
barrier we have been able to build. Why not help it to 
happen? (p. 239). 
1
.'The Medium. t.s the Message 11 
Teachers are becoming more and more aware of the fact that it's not 
what you teach, but how you teach, .that is important. Marshall McLuhan 
(1964), in his book, Understanding Media: The Extensions of Man, has 
shed a great deal of. ligh.t on the influence of the character and struc-
ture of the environment on the perceptions and attitudes of those who 
participate in it. The medium in. the form of the environment is the. 
message. According to Postman and, Weingardner (1969), the "message" 
refers to perceptions, attitudes~ and sensitivities---nearly all of 
· those things which. the person learns to see and feel and value---that 
are communicated: through the·various media. These things are learned 
or internalized by individuals because their environment---media-:--is 
organized in a manner that either permits, enco.urages, or perhaps 
13 
.. insists that they be learned. This is true whether the medium be a 
television set or a newspaper or an automobile or a Xerox machine or a 
classroom setting. The important question .is not, 11 What 1 s on TV?" or 
"What's in the newspaper?" or even 11 What course is this?" but, rather, 
"In what ways does the structure or process of the medium-environment 
manipulate our senses and attitudes?" {p. 17) .. 
This basic insi9ht contains much of the substance for the movement 
we have referred to as the New Criticism; especially in light of the 
traditional dichotomy in American education that a class.room lesson is 
made up largely of two components: content and method. Whether the 
content is viewed as important or as trivial, it is always considered 
to be 
.... the "substance" of the lesson; it is what the students. 
are there to 11 get; 11 • it is what they are supposed to learn; 
it is what is 11 covered. 11 Content, as any syllabus proves, 
exists independently of and prior to the student, and is 
indifferent to the media by which it is "transmitted." 
Method, on the other hand, is "merely" the manner in which 
the content is presented. The method may be imaginative or 
dull, but it is never more than a means of conveying the 
content. It has no content of its own. While it may 
induce excitement or boredom, it carries no message .•.. 
(Postman and Wingardner, 1969, p. 18). 
Most, if n~t all, of the schools engaging in the training of teach-
ers are organized around the idea that content and method are separate,. 
as described above. While teachers are told that the separation is 
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real, useful, and basically a ,good thing, and that it ought to be main-
tained in the schools,: there is also the attitude that while they are 
separate, they are not equal. It is the content courses that are 
believed to be the real substance of education, while the methods 
courses are considered mere]y 11 fake. 11 They are supposedly concerned 
with improving the ways and means of getting the content to the student, 
and they have no content of their own. With regard to the things that 
methods courses have been concerned with thus far, i.e., how to write 
lesson plans, when to use an overhead projector, and why it is desirable 
to keep the room at a comfortable temperature, their inferior status 
is easily defended. Dealing with this sort of trivia in the face of all 
the potential that teaching "methods" has to offer is further evidence 
that the "invention" of a dichotomy between content and method is both 
naive and dangerous. As the medium is the message clearly implies, 
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•••• the critical content of any learning experience is the method or 
process through which the learning occurs" (Postman and Weingardner, 
1969, p. 19). It would seem that many of our most prestigious educators 
have failed to understand this critical point, e.g., Havighurst (1960), 
Conant ( 1963), Bruner ( 1960, 1966). 
As expressed by Postman and Weingardner (1969), in Teaching As~ 
Subv.ersive Activity, and by Silberman (1970a) in Crisis .i!1 the Class-
.!:..Q.Q!!l, 11 .... it is not what you say to people that counts, but what you 
have them do. 11 According to Silberman: 
What educators must realize .•.. is that how they teach and how 
they act may be more important than what they teach. The way 
we do things, that is to say, shapes values more directly and 
more effectively than the way we talk about them ...• children 
are taught a host of lessons about values, ethics, morality, 
character, and conduct every day of the week, less by the con~ 
tent of the curriculum than by the way schools are organized, 
the ways teachers and parents behave, the way they talk to 
children and to each other, the kinds of behavior they 
approve or reward and the kinds they disapprove or punish. 
These less.ans are far more powerful than the verbalizations 
that accompany them and that they frequently controvert 
(p. 9). 
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What students do in most classes today is listen to the teacher 
lecture over material that may or not interest them, attempt to guess 
what it is he wants them to know, and remember it long enough to feed 
it back on a test. If they are good at this and can pretend they are 
interested---in essence, if they can give the teacher what he wants---
we say they are 11 good 11 ,students and reward them competitively with high 
grades, teacher approval, outstanding awards, etc. If they are not 
highly competitive for grades, or if they are bored and do not wish to 
feign interest, we punish them with low grades and teacher disapproval, 
and saddle them with such derogatory labels as "slow-learner," "under-
achiever," "dull," "deviant," and that classic among so-called "liberal" 
educators, the "disadvantaged," which in reality implies one that has 
no economic stake in the subject matter. 
Postman and Weingardner feel that most of what passes for curricu-
lum in today's schools is nothing more than a "strategy for distrac-
tion." They feel that it is designed to prevent students from discover-
ing themselves and their environment in any realistic sense. That is, 
it does not allow inquiry into most of those crucial problems that make 
up the world outside the school. With regard to this connection, one 
of the main differences between those students categorized as "advan-
taged'' and those categorized as "disadvantaged" is that the former has 
an economic stake in responding positively to the curriculum, while the 
latter does not. In other words, the real relevance of the curriculum. 
for the "advantaged" student is that if he does as he is told he will 
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receive a tangible payoff. 
In essence, we place a premium on following instructions and on 
figuring out what the teacher wants and responding positively; in a word, 
the teacher rewards docility. Those students who dare to fo 11 ow their 
own imagination and dreams, to take a stand against what they are being 
coerced to do and think, to be different in the face of forced stand-
ardization of response, are punished by the means mentioned above and, 
what is more important, they are identified as 11 failures.11 
Just what does itdo to a child's self-concept and sense of iden-
tity to be labelled as a failure? Glasser {1969a), in his book Schools 
Without Failure, has considered some of the consequences of this act. 
Working on the premise. that identity is the basic human need, that all 
of us need to identify ourselves as 11 somebody, 11 he depicts the tragedy 
that occurs in our public schools when we attempt to teach children how 
to succeed by failing them. The idea that prevails in many of our 
schools is that if you fail a child it will cause him to 11 buckle down 11 
and do what is required of him; in essence 11 it will make a new man of 
him. 11 What actually occurs, according to Glasser, is in line with 
Merton's 11 self-fulfilling prophecy. 11 By labeling a child as a failure 
he internalizes this identity and, in turn, he behaves as he feels a 
failure should behave. Through this process there are many children in 
the schools who are convinced that they are failures. Glasser feels it 
is not important to spend time evaluating students, but that each and 
every one of us must spend time evaluating ourselves. Our perceptions 
of 11 self 11 are, by and large, based on how we feel others perceive us. 
This point has been vividly portrayed by Cooley {1922) in his concept of 
the 11 looking-glass self. 11 
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With this in mind, Glasser suggests that the necessary steps to a 
successful identification follow two basic routes, which he refers to 
as 11 success-need pathways. 11 On the one hand, the person who arrives at 
a 11 success 11 identity always has someone who loves him. Of equal impor-
tance, he has the ability to care for someone else. Those who manage 
to create an identity that is on the success pathway believe that what 
they are doing in the world is worthwhile, because others in their lives 
have praised them and given them confidence. During the child's early 
life, when his sense of self is beginning to take shape, his parents 
and teachers are probably the most influential force contributing to 
his identity. This is why Glasser believes that our entire education 
program must follow the success-need pathway, so that the child can 
identify himself as a success. 
Those who view themselves as failures come to possess the identity 
of a failure and chart their actions in relation to this identity. 
Their behavior is in contrast to the behavior of those who have follow-
ed the success-need pathway---the pathway of love and self-worth. They 
behave in a manner that reaffirms their failure identities. It is 
usually anti-social in one form or another. Students who display this 
anti-social or deviant type of behavior do so because they see them-
selves as failures, and this behavior cannot be changed without first 
reorienting them toward a success-need pathway. In the words of 
Glasser (1969b): 
Basic, then, to the whole process of education .is .... 
getting human involvement as a major part of the educational 
procedure. Without that,there isn't any education, without 
that there has to be failure .... we can run schools that kids 
feel good about; it's not that hard to do ...• [i1:} requires us 
to develop our capacities to deal with little c~1ldren as 
human beings, not as vessels to be filled full of knowledge 
..•. Our schools have to become reservoirs of social respon-
sibility, where people care for each other (Glasser, l969b, 
pp. 12-13). 
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As the schools now stand, it is almost unheard of for students to 
play any role in deciding what problems are worth studying or what pro-
cedures of inquiry ought to be· used. They are viewed mostly as objects 
to be filled with .some 11 knowledge 11 that may or may not pertain to their 
lives, that may or may not be 11meaningful" to them. 
It is probably safe to say that most if not all of what is actually 
11 learned 11 ---remembered beyond the last quiz---in the classroom is th.at 
which the structure of the classroom itself---the medium---corrmunicates. 
Postman and Weingardner (1969) have listed a few of these "learnings" 
or "messages" that are corrmunicated to students through the classroom 
structure of modern American education, none of which can be found 
officially listed among the aims of teachers: 
Passive acceptance is a more desirable response to ideas than 
active criticism. 
Discovering knowledge is beyond the power of students and is, 
in any case, none of their business. 
Recall is the highest form of intellectual achievement, and 
the collection of unrelated 11 facts 11 is the goal of education. 
The voice of authority is to be trusted and valued more than 
independent judgment. 
One's own ideas and those of one's classmates are inconse-
quential. 
Feelings are irrelevant in education. 
There is always a single, unambiguous Right Answer to a 
question. 
English is not History and History is not Science and Science 
is not Art and Art is not Music, and Art and Music are minor 
subjects, and a subject is something you 11 take 11 and, .when you 
have taken it, you have 11 had 11 it, and if you have 11 had 11 it, 
you are irrmune and need not 11 take 11 it again (The Vaccination 
Theory of Education? pp. 20-21). 
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It would seem that what the majority of students learn is to satis-
fy the demands of the classroom environment, not the demands of the 
question, or of reality. In most cases this 11message 11 is conmunicated 
through the structure of the classroom, meaning that the organization of 
teacher and student roles, the rules and rights of the 11 game, 11 define 
the expected behavior patterns. In other words, 11 the medium is the 
message." 
Most classroom environments are organized in just such a manner as 
suggested above. The student is rewarded for giving the teacher .Q!lll. 
the answer he wishes to receive. If he happens to ask questions that 
are overly inquisitive or embarrassing to the teacher, i.e., how does a 
textbook writer arrive at his conclusions? Or, whose facts are those? 
Or, why are we doing this work?, he will probably receive some form of 
punishment, since behavior such as that is exhibited only by "wise 
guys." If one considers the fact that most classroom environments are 
managed in a manner to prevent questions such as these from being asked, 
it is quite easy to become very. depress.ed ... This depression is expressed 
vividly in Silberman's realization: 
Most of all .... ! am indignant at the failures of the public 
schools themselves. "The most deadly·of all possible sins," 
Erik Erikson suggests, "is the mutilation of a child's 
spirit." It is not possible to spend any p.rolonged period 
visiting public school classrooms without being appalled by 
the mutiliation visible everywhere·-"'.'-mutilation of spontan-
eity, of joy in learning, of pleasure in creating, of sense 
of self. The public schools---those "killers of the dreams, 11 
to appropriate a phrase of Lillian Smith's---are the kinds of 
institution one cannot really dislike until one gets to know 
them well. Because adults take the schools so much for 
granted, they fail to realize. what grim, joyless places most 
American schools are, how oppressive and petty are the rules 
by which they are governed, how intellectually sterile and 
esthetically barren the atmosphere, what an appalling lack 
of civility obtains on the part of teachers and principals, 
what contempt they unconsciously display for children as 
children. 
.... what is mostly wrong with the public schools is due not 
to venality or indifference or stupidity, but to mindless-
ness. To. be sure, teaching has its share of sadists and 
clods, of insecure and. angry men and women who hate their 
students for their openness, their exuberance, their color. 
or their affluence. But by and large, teachers, principals, 
and superintendents are decent, intelligent, and caring 
people who try to do their best by their lights. If they 
make a botch of it, and an uncomfortably large number do, it 
is because it simply never occurs to more than a handful to 
ask ihy they are doing what they are doing---to think ser-
ious y or deeply about the purposes or consequences of edu-
cation (1970a, pp. 10-11). 
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This 11mindlessness 11 is the chief oppressor of those who would ques-
tion the structure of the schools as they are now. To do so is to "rock 
the boat" and make things difficult for those in authority. The environ-
ment of the schools is arranged in such a manner that the asking of sig-
nificant questions is not .valued. But what is knowledge if not a 
response to questions? And how can new knowledge be discovered if new 
questions are not asked? Bas.ically, .the point is this: "Once you have 
learned how to ask questions---relevant and appropriate and substantial 
questions-~~you hava learned how to learn and no one can keep you from 
learning whatever you want or need to know 11 (Postman and Weingardner, 
1969, p. 23) .. But this, the most important of all man's intellectual 
abilities---the art and science of asking questions---is not taught in 
the schools. And it is not taught in the most devastatfog way possible: 
by arranging the environment---the medium---so that significant ques-
tion asking is not valued. For those who do question, the price is 
dropping out of the Establishment. 11 The price of maintaining member-
ship in the Establishment is unquestioning acceptance of authorityll 
(Postman and Weingardner, 1969, p. 24). In the words of Fromm (1963): 
.... The danger of the past was that men became slaves. The 
danger of the future is that men may become robots. True, 
robots do not rebel. But given man's nature, robots cannot 
live and remain sane~ They become 11 golems; 11 they will 
destroy their world and themselves because they can no 
longer stand·the boredom of a meaningless life {p. 76). 
Humanizing:the Schools 
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Given these perspectives. of the educational environment,. it is not . 
difficult to perceive the schools as being unfit to foster the develop-
ment in children of relevant question-asking and of identifying what is 
meani_ngfu.l in their lives, with the opportunity to pursue that meaning. 
If, as Herndon (1965) has implied, 11 •••• the absolute key to getting. 
through schoo.l .... is that you must understand and somehow satisfy the 
bureaucracy11 (p. 90), the main problem becomes one of .bringing an aware-
ness of this si.tuation to as many teachers and administrator~ as pos~ 
sible; to make· the schools more 11 humane11 institutions where children 
have the opportunity,. borrowing· a phrase from Allport (1961), to 11 become 11 
what their dreams and their potential might allow. The important ques-
tion is, how can this be done? 
Many suggestions for change can be found in recent books written by 
serious and intelligent men. Herndon, and many others like him, see 
almost no hope of making the schools mo.re humane institutions. 11 •••• for. 
that, after all,would involve liberty, the last thing we may soon 
expect (Herndon, 1965, p. 198). Still, there are those who continue to 
devote their lives to bringing about this fulfillment, of which he is 
one. This study, and the institute from which it was taken, is con-
ceived by this writer to be just ·.such an effort. Before pursuing the 
study and its findings, it seems appropriate to offer a few suggestions 
in this area from some of the men who continue to pursue the revolution . 
in American education as their 11 purpose in life .. 11 
One interesting development within this so-ca 11 ed revel uti on .or 
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"New Criticism" is that much of the substance and purpose for the move-
ment has stemmed from the ideas of men outside of, or not directly re-
lated to, the educational institution, e.g~, Marshall McLuhan (1964), 
Norbert Wiener ( 1954), Carl Roberts ( 1961 , 1967, 1969), Paul Goodman 
(1960, 1964), Alfred Korsybski (1958), I. A. Richards (1935), Lewis 
Mumford (1967), and Alan Watts (1951, 1970), to mention a few. Postman 
and Weingardner feel that these men have several things in common. 
First, they all tend to be "romantic" or "idealistic" in their views. 
That is, they feel that man's situation can be improved through innova-
tions that are utopian-oriented. Second, their ideas are imaginative 
and courageous, moving beyond the scope. and 1 imitations of conventiona 1 
assumptions. Third, they all have attempted to deal with the problems 
of the contemporary world, which means that their ideas are temporocen-
trically relevant~ not calculatively construed to maintain the status 
quo in the face of both irrelevance and injustice. And Finally as 
stated above, most of them are not thought of. as 11 educators, 11 which is 
extremely important because it would seem that within the "Educational 
Establishment" it is difficult, if not impossible, to find ideas suf-
ficiently daring and vigorous on which to build a new approach to edu-
cation. In the words of Postman and Weingardner(1969): 
.... there are so few men currently working as professional 
educators who have anything germane to say about changing 
our educational system to fit present realities. Almost all 
of them deal with qualitative problems in quantitative terms, 
and, in doing so, miss the point. The fact is that our 
present educational system is not viable and is certainly 
not capable of generating enough energy to lead to its own 
revitalization. What is needed is a kind of shock therapy 
with stimulation supplied by other, living sources (pp •. 
xiv-xv). 
One of the most outspoken and germane of these "other, living 
sources" is Paul Goodman.· In his two books that deal with our present 
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society and educational system., Growing !!E_ Absurd (1960), and Compulsory 
Mis-education (1964), he has been critical again and again of the dehu-
manizing experience that is "mis-education" in our public schools. 
According to Goodman· ( 1964) : 
It is said that our schools are geared to "middle-class 
values, 11 but this is a false and misleading use of terms. 
The schools less and less represent any human values, but 
simply adjustment to a mechanical system .... The philosophic 
aim of education must be to get each one out of his iso-
lated class and into the one of humanity (p. 21). 
Trained in the schools, they go to the same quality of jobs, 
culture, politics. This is education, mis-education, social-
izing to the national norms and regimenting to the nationa.1 
11 needs 11 (p. 23). 
In his attempt to "realistically examine" the schools, Goodman 
(1964) concludes that 11 •••• the compulsory system has become a universal 
trap, and it is no good" (p. 31). He feels that you can teach people 
anything; if the right techniques of llsocializing" and 11 conmunicating 11 
are utilized they can be taught to adapt to almost anything. The 
essence of "human nature" is that man is almost indefinitely adaptable. 
11Man, 11 as C. Wright Mills suggests, 11 is what suits a particular type of 
society in a particular historical stage" (Goodman, 1960, p. 4). 
Growing up in America is interpreted today as 11 •••• a process of 
socializing some rather indefinite kind of animal, and 11 socializing 11 is 
used as a synonym for teaching him the culture" (1960, p. 8). Those 
young men who conform to the system become, for the most part, apathe-
tic, disappointed, cynical, and wasted. The bright, lively children in 
our society, who possess the potentiality for noble ideals, honest 
effort, and some form of worthwhile achievement, find themselves trans-
formed into "useless and cynical bipeds, or decent young men trapped or 
early resigned, whether in or out of the organized system• (1960, p. 14). 
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Goodman perceives. his purpose to be, 11 •••• to show how it is desperately 
hard these days for an average child to grow up to be a man, for our 
present organized system of society does not want men. They are not 
safe. They do not suit" (1960, p. 14). 
The products that are created within this rigid, highly-controlled, 
bureaucratic setting are something far less than what is potentially_ 
there in the beginning~. For as Goodman has asserted, and others, such 
as Dubos (1970) have reaffirmed, "man will survive as a species for one 
reason: He can adapt to almost anything. I am sure we can adapt to 
almost anything" (Dubos, 1970, p. 2). And what we end up with is a 
product highly skilled in the "art of docility. 11 In the words of 
Farber (1969): 
Even more discouraging than the Auschwitz approach to educa-
tion is the fact that the studen-ts take it. They.:.hiPten't gone· 
through 12 years of public school for nothing~ ... Jesus, can 
they follow orders! Freshmen come up to me with an essay and 
ask if I want it folded~ and whether their name should be in 
the upper right hand corner. And I want to cry and kiss them 
and caress their poor tortured heads. 
Students don't ask that orders make sense. They give up 
expecting things to make sense long before they leave elemen-
tary school.· Things are true because the teacher says they're 
true .... 
What school amounts to, then, for white and black kids alike, 
is a 12-year course in·how to become slaves (pp. 92-93). 
For those who choose to continue their 11 training 11 at the college 
level---usually they are informed by test scores and counsellors that 
they "qualify" in a numerical sense to continue their 11 education 11 ---
the process does not change much. If they are to succeed in college and 
graduate school they must remember and practice those things they have 
11 learned 11 during their 11 12-year course in how to be slaves. 11 Seeley's 
{1966) statement furthers our understanding of the educational process 
as a dehumanizing experience: 
What, in rough outline, educational institutions now do is to 
take the child- .. ~warm living flesh and spirit in the kinder-
garten and nursery school--~and turn him into a sinew, skel-
eton, scar-tissue at the·high school., college or grad school 
exit ...• 
Not out of some inherent necessity of "growing up, 11 indeed, 
this is growing down---but out of the very structure and con-
tent of education designed to that end. And rightly so, for 
what we have "needed" hitherto were not human beings but 
skilled ants, and the institutions appropriate to their pro-
duction---our·schools·and colleges---have been and are mostly 
anthills. 
Look at any high school today---close up. The.n try to think 
of a process·not patently punitive which would secure a dif-
ferent effect---better·calculated to produce empty meaning, 
value, sense., sensibility out of life---to produce pseudo-
robots { 11 free 11 enough to manage, but not free enough to ask 
"what for?"), to institute triviality as normative, to lead 
straight to the life of 11 kicks 11 as the only appropriate re-
sponse~.; .And ·college and university are not visibly worse 
or better. · The educators speak of "educating the whole child, 
but unless he checks pretty nearly everything that makes a 
child and a human being at the door, they panic {p. 13). 
And the statement by Martin {1970) also adds depth to our under-
standing of what occurs in the schools: 
.... the young more than ever seem beautiful but maimed, try-
ing against all odds to salvage something from the mass; 
With daring and luck many seem to survive, and some few 
thrive, but too many others,o,,already seem destined to 
spend their lives wrestling _with something very close to 
psychosis .... Theirs is a condition of the- soul that marks 
the dead end of the beginnings of America---a dreadful anomy 
in which one loses all access to others and the self: a 
liberation that is simultaneously the most voluptuous kind 
of freedom and an awful form of terror. 
· .... The tag ends of two dozen different transplanted for-
eign cultures. have. begun to die within us , have al ready 
died, and the young have been released into what is per-
haps the first true 11American11 reality---one marked, above 
all, by the absence of any coherent culture .... 
If all this is so, what sense can one make of the public 
schools: They are stiff, unyielding, microscomic versions 
of a world that has already disappeared. They are, after 
all, the state 1 s schools, they do the state 1 s work, and 
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their purpose is the preservation of things as they were 
.... Their matn structural function is to produce in the 
young a self.;delusive 11independence 11 ---a system of false 
consciousness and need that actually renders them depend-
ent on institutions and the state. Their corrosive role-
playing and demand systems are so extensive, so profound, 
that nothing really human shows through---and when it 
does, it appears only as frustration, exhaustion, and 
anger. 
That, of course, is the real outrage of the schools: 
their systematic corruption of the relations among persons. 
Where they should be comrades, allies, equals, and even 
lovers, the public schools make them 11 teacher 11 and 11 stu-
dent11---replaceable units in a mechanical ritual that 
passes on, in the name of education, and "emotional plague; 11 
a kind of ego and personality that has been so weakened, 
so often denied the experience of community or solitude, 
that we no longer understand quite what these things are or 
how to achieve them. 
26 
Examining American society and the educational order with this 
sort of critical scrutiny is somewhat of a desensitizing experience in 
itself. But even if the above depiction is mostly true, and I fear 
that it is, concerned and dedicated men must find it in their purpose 
and meaning of life to act in some manner that will bring about the 
changes necessary for our survival, This means they must first develop 
the ability to understand and communicate with the young .. For, as 
Margaret Mead (1970b) has stated so well, "today, nowhere in the world 
are there elders who know what the children know,, .. 11 (p. 25). This is 
to say that no one who has not been reared within the last twenty years 
knows what those who have been reared during this period know. 11 These 
young dissidents realize the critical need for immediate world action 
on problems that affect the whole world. What they want is, in some 
way, to begin all over again" (p. 25). And if we are to realize this 
new beginning, and somehow we must, there must first come the ability 
to 11 listen 11 to what the young have to say, This does not mean to merely 
be quite and give them the opportunity to verbalize their feelings. 
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to listen with empathy, and attempt to understand how and why they feel 
as they do. Without this type of listening there can be no communica-
tion. In the words of Rogers (1952): 
.... Real communication occurs.,o,when we listen with under-
standing. What does this mean? It means to see the 
expressed idea and attitude from the other person's point 
of view, to sense how it feels to him, to achieve his frame 
of reference in regard to the thing he is talking about (p. 
84). 
Unless we can communicate with the young in this fashion we miss 
the entire point. And what is probably their most important statement 
is that education, as they now receive it in our school system, is irrel-
evant, meaningless, and offers little hope for human life on a "human 
scale." They are trained to be "personnel , 11 and to function smoothly as 
a cog in the giant megamachine that is society. If they could speak 
freely and honestly---without fear of being "put down" or ridiculed---
to those who push them through this dehumanizing process, the questions 
they asked would prove very difficult to deal with by those in power. 
Many are asking the questions anyway, and they are surprised to find 
that there are teachers who feel the same as they do. 
We are in the midst of a revolution that is omnipresent, affecting 
every person to the core of his existence. Some choose to dichotomize 
issues and throw stones, others choose to ignore the issues with the 
hope that they will go away, still others attempt to listen and corrmuni-
cate with their fellows, because they 11 know 11 that their survival is at 
stake. 
What, then, can be done to fit the schools so that they lend to the 
survival of our world? How can they be made to better facilitate life 
on a "human scale?" According to Holt (1970): 
We must get rid of the notion that education is different and 
separate from. 1 ife, some.thing that happens only in school. 
Everything that happens to us educates us, for good or for· 
bad. To answer., 11 What makes a good education? 11 we must ask, 
11 Whatmakes a good life? 11 
The purpose of education _can no. longer be to turn out people 
who know a few facts, a few ski l1 s, · and who wi 11 a 1 ways 
believe and: do. what they are told •. We need big changes, and 
in a hurry (p. 52). 
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These changes must be made in light of the fact that change is the 
primary characteristic of our environment •. If this is understood, there 
remains no reason to continue to gear education toward the acquisition 
of factual information and concepts that no longer serve to aid the 
individual in· his adjustment·to·.the ·world around him. In the words of· 
Post!11an·and Weingardner (1969): 
•.•. survival in a rapidly changing environment depends almost. 
entirely upon ·being able to identify which of the old concepts.· 
are releva_nt to the demands imposed· by the new threats to 
survival, and which: are not~... · 
It is not possible· to overstate the fact that technologically 
wrought changes in the environment render virtually all of 
our traditional concepts (survival strategies}---and the 
institutions developed··to ·conserve and transmit them---irr~le-
vant, but not merely irrelevant •. If we fail to detect the 
fact that they are irrelevant, these concepts themselves .be-
come threats to·our survival. 
Clearly, there is. no·moreimportant function for education to 
fulfill than· that: of helping us to recognize the world we 
actually live in and, ·simultaneously; of helping us to mas-
ter concepts · that wi 11 increase our abi 1 i ty to -cope with it .. 
This is the essential criterion for·judging the relevance of. 
all education (pp. 208-212). 
In essence; the main function which our educational institutions 
must serve is the promotion·of the ability _to learn---each student must 
be aided in his effort to learn how to learn. This can be accomplished 
most effectively---perhaps only---in a classroom environment that 
encourages the student to question the world around him; one tha.t is 
humanisti.cally and individually oriented. But how can these needed 
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educational changes and reforms··become a reality? Seeley (1966) feels 
that it is first necessary to realize the crisis of the present situa-
tion on this highest authority. A perception of the gravity and sever-
ity which surround this situation, with regard to the survival of man-
• 
kind as something more than a·robot, must be attained by those with the 
authority to instigate the·needed changes. He feels that society must 
accept the responsibility 11 .~.;1D 1humanize 1 its children, or help them 
humanize themselves, not mechanize·or 1program 1 them 11 (p. 14). 
And there is ample evidence that this can be done. One need only 
look at Neill 1s .0960) Summerhill, which has been functioning since 
1921, to get some idea of the feasibility of such a venture. He has 
created a remarkable community on the basis of an exceedingly simple but 
powerful idea: 11A fee child is a happy child. A happy child does not 
fear or hate; he can love and give. The loving, giving child can live 
positively11 (Morris, 1966, p. 150). Morris adds one important dimension 
that is implicit in Neill 1s argument, and that places it within an 
11 Existentialistll framework: 11 The free child eventually becomes the 
responsible child; it is freedom itself which makes this awareness pos~ 
sible. He who becomes responsible becomes capable of authenticity. 
Neill is creating authentic individuals 11 (p. 150). 
The general theme behind education that is individually and human-
istically oriented is expressed vividly by Borsodi (1968): 
.... the true function of education is to help the individual 
to realize the highest potentialities of which homo sapiens 
are capable. The essence of the distinction between Educa-
tion and Adjustment is that Adjustment socializes the educatee 
while Education individualizes him by bringing out the qual-
ities which are latent, potential, and undeveloped in him .•.• 
It cultivates what is unique in each educatee instead of 
adjusting everybody to the prevailing or emerging institu-
tions of society, without regard to what they happen to be. 
We individuate educationally when we .... recognize that every 
individual is unique and idiosyncratic and emphasize the 
fact that he is a human being, and not a mere unit in a 
herd, a mere part of an aggregation of humans, or a mere 
cog in a social machine .... 
There is neither· any need, nor is there any temptation, in 
the practice of education which is individually and human-
istically oriented, to resort to the promotion of any inter-
est other than that of the individual educatee; it is only 
by abandoning the recognition of the primacy of the indi-
vidual and making·some other interest---some social interest 
usually---primary, that such an ulterior temptation and 
ulterior need develops ...• (pp. 558-562). 
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And this revaluation of our priorities is again related in the fol-
lowing quote from Cousins (1971): 
What our society needs is a massive and pervasive experience 
in re-sensitization. The first aim of education should not 
be to prepare young people for careers but to enable them to 
develop respect for life. Related lessons would be concerned 
with the reality of human sensitivity and the need to make it 
ever finer and more responsive; the naturalness of loving and 
the circumstances that enhance it or enfeeble it; the right 
to privacy as an essential condition of life; and the need to 
avoid the callousness that leads to brutalization. Finally, 
there is the need to endow government with the kind of sensi-
tivity that makes life and all its wondrous possibilities 
government 1 s most insistent concern (p. 31). 
And again by Fromm (1968): 
Any real hope for victory over. the. dehumanized society of the 
megamachine and for the building up of a humanist industrial 
society rests upon the condition that the values of the 
tradition (humanistic) are brought to life, and that a society 
emerges in which love and integrity are possible (p. 93). 
All that has been said in these few pages contains the basic 
rationale for this study. That is, the desire and the hope that by 
choosing a day in one 1 s life and saying, 11 ! 1 11 begin today, and con-
tribute what I can to the revitalization of life and education to those 
whose lives I touch; 11 that this realization is something worth knowing 
and living for. And that an institute with the basic purpose of making 
teachers and administrators aware of the insights contained in this 
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introduction is something worth participating in and contributing to. 
Finally, that what will come out of such a venture is one small contri-
bution to the hopes and dreams of a better life for everyone. As 
Martin (1970) suggests: 
...• Whatever there is on the other side of this confusion 
will be, at best, not so different from what we already have 
now, on occasion, in our best moments. No new senses, no 
third-sexes, no-cosmic orgasms, no karmic rebirths. No, if 
we are daring and lucky, what will be 11 revolutionary 11 will 
simply be that more of us, all of us; will have more of a 
chance for a decent human life---good comrades and lovers, 
a few touches of ecstasy; some solitude and space, a sense of 
self-determination . 
.... I don't have any other answer. We will do what we do now 
---but we will do it better. We will sit talking with friends 
around a table, do some decent work, hold one another guilt-
lessly in our arms, touch a bit more softly, more knowingly. 
We will understand a bit more and dance a bit more and even 
think a little more---and all, perhaps, a bit more intelli-
gently, more bravely. 
That isn't much, but it is also al~ost everything, and what 
we are forced to do now is learn how to do all that for our-
selves. There is no one to show u~ how---no program, no 
system. One can only have such lives by trying to live them; 
and that is what the young a re trying to do these days, a 11 
on their own, whether we help them or not. The few real 
teachers I know, those-really serving the young, are simply 
those who try to live such lives in their company, as freely 
and humanly as they can. The rest of 11 education 11 is almost 
always rhetoric and nonsense (p. 89). 
Introduction to the Study 
The Problem 
The problem that is being pursued in this study is the evaluation 
---tentative success or failure---of a six-week summer institute for 
secondary social studies teachers. The purpose of the institute was to 
transmit an awareness of the problems and concepts contained in the 
rationale section of this paper to these teachers, and to help 
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faci 1 i tate a pro bl em,-centered ,. inquiry approach as a method of teaching 
social studies. A secondary purpose was to impart at least a fragment 
of the 11 sociological imagination 11 as an aid to understanding and analyz-
ing the problems of individuals and the issues embodied in the insti-
tutional structure of a rapidly changing society and world. 
The teachers selected to participate in this institute were all 
high school and junior high school social studies instructors, i.e., 
history, geography, government, etc. By obtaining the tools for socio-
logical analysis, and by utilizing a problem-centered, inquiry approach 
to teaching, it was assumed they would be better equipped to facilitate 
a classroom environment to promote 11 experiential 11 learning .. Therefore, 
the rationale for the institute was based on a concern that the entire 
classroom orientation be centered around helping the student discover 
and experience those things which were meaningful to him. 
The Institute 
The institute was held at Oklahoma State University, Stillwater, 
Oklahoma, during the months of June and July, 1970. It was financed 
through a grant obtained from the National Science Foundation, whose 
concern in this imporant area of national adjustment has been testi-
fied to many times by donations of this sort. 
The participating teachers were selected from the Tulsa, Oklahoma, 
City School System, with two Stillwater, Oklahoma, teachers in attend-
ance ... There was a total of thirty-three teachers in all. Twenty-six 
of the Tulsa principals also attended an orientation session held dur-
ing the first two days of the institute. 
There was also a. course in sociology at the Stillwater High School 
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taught by the staff and participants of the institute. This class was 
composed of twelve students from the High School who were labelled by 
the principal as the "ringers" of the school. It met from 8:00 A. M. 
to 12:00 P. M. daily during the six weeks of the institute. 
A Strong incentive was provided for the teachers to attend the 
institute. They were: (1) chosen for their merit as social studies 
teachers, (2) paid $75.00 per week for the six-week period, and (3) 
given eight hours graduate credit, with tuition and books free, for 
their participation (six hours credit for the surrmer institute and two 
hours credit for the follow-up sessions during the school year). 
During the school year following the institute there were five 
periodic meetings between the. teachers and staff in which the applica-
tion and practice of those things obtained from the institute were dis-
cussed. These sessions were concerned mainly with helping the teachers 
verbally work through some of the difficulties they had encountered 
while attempting to apply the problem-centered, inquiry approach to 
teaching in their own classrooms. 
CHAPTER II 
RELATED LITERATURE 
Introduction . 
As stated earlier, the purpose of the institute was the trans-
mission of a certain philosophy of teaching which draws heavily from the 
Existential school of thought, and the imparting of at least a fragment 
of the "sociological imagination" to these social studies teachers. The 
philosophical orientation of Existentialism in education is best exem-
plified in the teaching approach that has been referred to as the 
"problem-centered, inquiry approach" (Selakovich, 1965, p. 15). From 
the 1 earner I s point of view, Roger I s ( 1967) term, 11 experi enti a 1 1 earn-
ing" (p. 38), offers the most productive categorization within this 
orientation. 
The utilization of what Mills {l959) has termed the "sociological 
imagination" as a tool for understanding and analyzing the 11 autonomy 11 
problems of individuals and the issues embodied in the social institu-
tions of a rapidly changing society and world, offers the teachers a 
conceptual basis from which to draw .. Hopefully, this model will enable 
them to better understand and communicate with their students, and to 
better facilitate a classroom environment designed for experiential 
learning and utilizing the problem-centered, inquiry approach to teach-
ing. 
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Existentialism in Education 
The Existential Model 
The existential model of a man considers 11 education 11 to be a proc-
ess whereby the individual is awakened to the factors which influence 
his life, and aided in coming to realize that he is a 11 being in the 
process of becoming" (Allport, 1962, p. 377); it sees education as a 
potential aid in the development of 11 authentic 11 individuals. In order 
to better understand this viewpoint of man, it is helpful to see it in 
relation to other, more popular psychological models. 
The various psychological models of man can be lumped into three 
broad and general categories. Van Kaam .(1963) refers to these three 
psychological stances as: (1) willfulness, (2) will-lessness, and (3) 
existential will. The first, willfulness, can be seen as a purely sub-
jective orientation toward the world of reality, 11 •••• an absolute •.•. 
power of the subject not bound by reality outside of itself 11 (pp. 116-
117). This view is not founded upon the spontaneous experience of man 
as first of all a willful, isolated entity, which implies a split 
between man's will and reality. According to Van Kaam: 
.... This position of man in the world as an absolute will 
power makes him essentially a cut off, schiziod being who 
dominates all of reality in himself and in his environ-
ment without taking into account any reality in himself, 
in history and in culture ..•• which ••.. leads necessarily to 
willfulness .... Such a person assumes a compulsive, instead 
of dialetical, attitude toward his existence in the world. 
Compulsive command replaces respectful dialogue (pp. 117-118). 
In essence, the willful model of man is one which sees the person 
affirming some categorical perceptions of reality, and displaying 
behavior which conforms to these perceptions, while at the same time 
not considering all the possible meanings involved in his unique 
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situation, e.g., the structural and historical reality of the body and 
the world. It is omnipotent subjectivism. 
The opposite view of willfulness, or the view that stresses the 
other aspect in this dualistic dichotomy---the reality of body and 
world---is embodied in the theories of the deterministic psychologies. 
While subjectivism stresses the absolute, rational pow~r of the Jubject, 
not bound by reality outside of his own wi 11 , determinism p 1 aces a one-
sided emphasis upon body and world at the expense of man's free will. 
Historically, we find absolute objectivism replacing absolute subject-
ivism. And according to Van Kaam (1963), this view led to the develop-
ment of will-lessness. Where the subjective model of willfulness had 
explained all of man's behavior in terms of his omnipotent will, the 
objective, deterministic model of will-lessness explained everything by 
means of past influences of the body and the world. 
This will-less model of man sees him as nothing more than a 
reactor to either environmental factors or bodily drives and instincts. 
Allport (1962) has classified this deterministic view of man into two 
categories. The first he refers to as man the "reactive being. 11 With-
in this category he places such outlooks as behaviorism, operationalism, 
positivism, naturalism, and physicalism, which he feels have been mis-
takenly referred to as "scientific psychology." According to Allport, 
when man is seen through this set of spectacles he is no different in 
kind from other living reactors of the animal kingdom. He is thought 
of in terms of past conditioning and reinforcements which make for 
potential re-conditioning; in terms of environmental determinism. This 
positivistic view of man 11 .... sees reality as ordered but not as per-
sonal; it sees consciousness as a nuisance; it looks at man as reactive, 
not proactive .... the result strikes many of us as threadbare, even 
pitiable 11 (p. 375). 
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The second deterministic psychology he refers to as man the 
11 reactive being in depth. 11 The dominant outlook in this category stems 
from the Freudian psychoanalytical tradition, which he contends is a 
close kin of traditional positivism---the only real difference being the 
added depth dimension. The main thrust in this theory lies in the 
organism's tendency to reduce pain and achieve pleasure. The casual 
factors of behavior are still to be found in the past history of the 
individual as they are in the behavioristic model of man. According to 
Allport (1962), 11 Both have a dismaying disregard for the person's phe-
nomenology of the future, for his sense of personhood and sense of 
freedom~ ... What one becomes is essentially what one is, and what one 
was 11 (p. 375-376). 
Van Kaam ( 1963) feels that the wi 11-1 ess model of man has certain 
inherent dangers that must be reckoned with if man is to accept his 
personal freedom, guilt, and responsibility. Determinism, whether it 
be behaviorism, operationalism, or Freudonian psychoanalysis, imparts 
the inclination for man to experience himself as a product rather than 
a process. Metaphorically, he is likened as to a helpless raft drift-
ing in a stormy sea, unable to alter his course by his personal 
decisions. The individual may find himself searching for certain agents 
or events in his life history which can be made responsible for his own 
personal indecisions and failures. Their discovery would, of course, 
unburden him of the potential anxiety and feelings of guilt which are 
necessarily connected with the acceptance of responsibility. The 
belief that one is nothing more than a 11 puppet11 being manipulated by 
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some mysterious libidinal instincts or hidden conditioned responses is 
certainly a comforting escape from the responsibilities that go with 
personal decisions, and therewith, from guilt and anxiety. And after 
all, has not this image of man been convincingly depicted by the most 
popular theories of psychology? Van Kaam sees this conviction serving 
as a rationalization or cover for those individuals who refuse to 
recognize their personal responsibilities and to admit their 11 •••• 
unwillingness to face conflict and dialogue both of which necessarily 
emerge when one is willing to take a stand and to choose freely among 
countless possibilities 11 (p. 120), 
The deterministic psychologies have 11 taken the monkey off the 
individual 1 s back, 11 and placed it on organic sources or society. From 
this point of view the person becomes a puppet without control of his 
past, present, or future, He can easily cone 1 ude, 11 wha t does it matter 
which paths are available, my course has been chartered by my life 
history and there is nothing I can do about it. 11 This removes the 
burden of responsibility for one 1 s actions and sets the stage for the 
mass production of automatons. 
In essence, the phenomenon of will-lessness can be described first, 
as the individual 1s impersonal subservience to his impulses or to the 
opinions of others while at the same time refusing to be open to all 
meanings of reality as it is revealed through his own spontaneity; and 
second, as his subsequent allowance of impulsive behavior or behavior 
which is an impersonal conformity with the opinions of others, and 
which fails to consider all of the perceptible meanings of his partic-
ular situation (Van Kaam, 1963). In other words, the will-less person 
allows himself to be the 11 determined 11 one without considering his own 
influence or freedom to choose among the available a lterna ti ves and 
throw his weight in the chosen direction. 
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The third view of man's will sees him as the existential 11 being-in-
the-world,11 or "being in the process of becoming. 11 Existential psycho-
logy sees the person as having the ability to take some stand, even in 
the boundary situation of failure, neurosis, or organic affliction, 
wi th out denying the l i mi ta ti ons of the situation. It is founded on the 
existential or dialectical nature of the human will. Within this model 
the will of the individual is nei.ther omnipotent, as seen by the sub-
jectivists, nor impotent, as expounded by the deterministic objectiv-
ists. Existential will is depicted as the human ability to respond to 
reality as it uniquely presents itself to each individual, without deny-
ing the historical, cultural, and organic limitations of the situation. 
Van Kaam (1963) feels that each unique, existential situation is an 
invitation and a challenge that demands a personal response; 11 .... 
existential will is the fundamental readiness to face and affirm real-
ity as it reveals itself in the daily situation" (p, 121). 
Allport (1962) sees the existential point of view as one that 
strives to cultivate two attitudes in the individual which, if taken 
separately, seem almost antithetical, but when fused together in a 
"world-view" offer the individual strength and authenticity for the 
future. The first attitude he refers to as "tentativeness of outlook." 
In the words of Allport: 
.••. Since certainties are no longer certain, let all dogmas 
be fearlessly examined, especially those cultural idols that 
engender a false sense of secur.ity: dogmas of race.suprem-
acy, of naive scientism, of unilinear evolutionary progress. 
Let one face the worst in oneself and in the world around 
him, so that one may correctly estimate the hazards (p. 378). 
When the insights that stem from such tentativeness stand alone within 
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the psychological makeup of the individual he can easily find himself 
in "ontological despair." But when fused with a "firm commitment to 
chosen values," which· is. Allport's second criterion for the development 
of authenticity, there is an attainment of purpose and a recognition of 
freedom that cannot emerge otherwise. Certainly the commitment is a 
gamble, but are not al1 of the decisions one makes in life a wager of 
one type or another? One runs the risk of losing, but one can also win. 
"And who is to say that we have a test for truth more absolute than our 
own commitment insofar as it is validated by fruitful consequences?" 
(p. 378). 
The commitments of each individual serve as a life force to give 
purpose and meaning to life and to orient life toward the present and 
the future, not the pas.t. To use Allport's terms, they provide "func-
tional autonomy" to the "personal dispositions" of each unique, human 
personality. Allport and other social psychologists such as Tiryakian 
(1968) feel that the existential image of man's will offers a chal-
lenging contrast to the behavioristic-operationalistic-psychoanalytic 
image of the self as an " .... isolated, bleak, ne_gative, 1 ifeless, past-
determined, choiceless creature" (p. 76). Existentialism depicts man 
as .... 
.... a volitional being who seeks to find meaning in his 
transactions with rea 1 i ty, to which he is i ntri ns i ca lly 
related by the nature of his existence; he is a being who 
fundamentally seeks meaning ~nd a sense to life which can 
not be reduced to biological gratification, a being who is 
animated by a whole gamut of moods and feelings as much as 
one guided by the intellect. This does not mean that the 
human being is a sweet, syrupy creature; however, what emerges 
is the whole of human being in experience (Tiryakian, 1968, 
p. 76). 
What this image of man really says is that a human being is more 
than a reactive being or a reactive being in depth. Indeed~ if he,we~e 
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nothing more than what these images depict, we could be confident in 
the conclusions drawn from the deterministic models. But an existential 
image of man recognizes. the paradoxes of the life process, e.g., that an 
individual is both structure and process, both biological and noetic, one 
who changes his identity even while he retains it (Allport, 1962, p. 381). 
One should not make the mistake at this point of removing all 
deterministic factors from the existential model. Although the deter-
ministic psychologists have greatly over-emphasized the effect of organic 
and cultural sources at the expense of removing the human will from the 
decision process, one's historical and cultural position cannot be dis-
counted. 
May (1963b) feels that mental health is associated directly with 
the capacity of the individual to become aware of the gap which lies 
between a stimulus and a response, together with the capacity to use 
this gap constructively. To borrow a concept from Mead (1934), he real-
izes that his identity of self lies in the 11 act 11 which is his to choose, 
and that he is responsible for the consequences of that 11 act. 11 In this 
respect, the only possible path which leads to a consciousness of free-
dom and responsibility is one which brings the individual to an aware-
ness of the deterministic experiences in his life. That is, an aware-
ness of the psychological and sociological factors which brought him to 
his present situation and, in turn, should introduce him to the "tenta-
tiveness of outlook" that is necessary for freedom of choice and exist-
ential commitment. In the words of May: 
The implications of this point are very significant. Freedom 
is thus not the opposite to determinism. Freedom is the 
individual's capacity to know that he is the determined one, 
to pause between stimulus and response and thus to throw his 
weight, however slight it may be, on the side of one par-
ticular response among several possible ones. 
Freedom is thus also not anarchy: the beatniks are a 
symbolic protest against the aridity of our mechanistic 
society, not an expression of freedom. Freedom can never 
be separated from responsibility (pp. 102-103). 
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This account makes clear the position of existential psychology; a 
position between the dualistic views of subjectivism and determinism. 
The 11 authentic 11 individual is neither willful nor will-less. He is a 
being-in-the-world who is cognizant of the deterministic forces in his 
life and is, therefore, free to choose from the alternatives available 
to him, to become who and what he chooses to become. 
It is important to realize that what is unique about human exist-
ence is that people are freet which means they are not programmed by 
either cultural or biological factors, unless they 11 choose 11 to believe 
that they are. John Williams (1969) has referred to this as 11 the 
biggest trick of all. 11 Jean-Paul Sartre (1956) speaks of this type of 
choice as an act of 11 bad faith, 11 which I will speak of more in the last 
section of this chapter. Individuals are capable of creating a charac-
ter of their own by the decisions and choices to which they commit 
themselves. Unlike other living creatures that are biologically pro-
grammed for survival, man must necessarily face the challenge alone of 
discovering meaning and purpose for his life. The matter is really 
quite simple. It is only the 11 tricks 11 that cloud and complicate the 
issue. If one chooses to 11 trick 11 oneself, which is the choice that most 
people make, he has the vast majority of psychological and sociological 
theory at his disposal to aid him in his act of 11 bad faith. 11 
This does not mean that the existential choice is the easy choice. 
Quite the contrary, for as it was stated earlier, the deterministic 
model offers the individual the easy path to reduction of anxiety and 
guilt. But as May (1963b) has stated, 11 .... freedom requires the 
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capacity to accept, bear, and live constructively with anxiety" (p. 107). 
The authentic individual who possesses what Allport (1962) has termed 
11 fundamental autonomy," realizes that anxiety is a necessary part of 
"tentativeness of outlook. 11 As Kierkigaard has stated, 11 •••• anxiety is 
the dizziness of freedom. 11 And in the words of May, 11 .... to be free 
means to face and bear anxiety; to run away from anxiety means auto-
matically to surrender one's freedom" (p. 107). 
What this really implies is that, more than anything else, existen-
tialism is humanism. The existential model affirms the priority and 
dignity of man as the ultimate source of all values, while at the same 
time realizing that some men choose to 11 escape11 from the responsibility 
of their freedom by passively identifying themselves with some "pre-
determined, all-encompassing absolute---whatever it may be 11 (Genova, 
1965, p. 19) . 
Education and the Existential Model 
The importance of adopting an existential view of man within the 
educational environment cannot be overstated. Students need the oppor-
tunity to pursue learning in a meaningful and experiential manner. Edu-
cation of the existential will must be allowed to thrive if we are to 
survive as human beings and not as automatons. In order to bring about 
this goal, we must first question the purposes and consequences of edu-
cation as it is now conceived. 
Historically, it has been the case that individual freedom has been 
subordinated to the 11will 11 of the group; whether this 11will 11 be a util-
itarian conception of democracy as is the 11 rule of the majority 11 ---what 
Toqueville (1962) referred to as the "tyranny of the majority 11 ---or some 
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fascist or "power elite" conception based on vested, economic interests. 
Whatever the "reason" or rationale, the controllers of societies have 
found it to their advantage to "program" the members through some prop-
aganda scheme, which is usually referred to as the socialization process 
or, in the more technologically advanced societies, as 11 education. 11 
This is how the megamachine was created, and with the tremendous 
changes brought about by discoveries in science, technology, and espe-
ci a 11 y the ra ti ona l organization of men for the purpose of II efficiency" 
---bureaucracy---we find the image of man being continually reformed to 
more closely resemble that of a machine. As May (1963b) has stated, 
there is an ever increasing tendency to " .... abdicate in favor of the 
machine" (p. 100). In the words of Marcel (1952): 
Western civilization is no longer taking account of the indi-
vidual and there seem no grounds for hoping that it will ever 
do so again .... Society knows only a few of the dimensions of 
the individual; man in his'wholeness considered as an indi-
vidual no longer exists for it. The West has created a 
society which resembles a machine (pp. 172-173). 
For the most part, this conception of man as a machine outlines 
the purposes and consequences of education as it stands today. Effi-
ciency looms many times more important than personal integrity. We 
teach children that it is important to be right and to win, not that 
life is necessarily confusing and absurd, and that courage and commit-
ment can be.found only in the tragedy and absurdity of life. And we 
teach them that what is right is always determined by authorities, which 
implies that this decision could never be made by them. They are told 
that if they wish to be "successful" in life---this is the biggest trick 
society has to offer---they must first do as they are told and learn the 
needed tools for success. Since, in the majority of cases, this trick 
is successful, the schools seem to operate rather smoothly in 
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replenishing the wornout parts of the megamachine with bright and shiny 
new cogs. 
For the most part, educational schools of thought, whether they 
refer to themselves as experimentalists or progressives, have contrib-
uted the philosophical rationale for the maintenance of the megamachine. 
But, generally speaking, they have all contained flaws so far as edu-
cation viewed from the existential point of view is concerned. They all 
make the same mistake: that of believing the young are things to be 
molded in some fashion that will align them with some~ priori notion of 
what they should be. According to Morris (1966), within these concep-
tions of education, the young are to be used or employed on behalf of: 
(1) a pre-determined idea of 11 human nature 11 which they must live up to, 
(2) an objective body of knowledge or subject matter (content) which 
they must 11 learn, 11 (3) an objective view of culture which stands 11 out-
side11 of them; expectations of how they should live their lives, or (4) 
some set of dispositions which are deemed fundamental and which they 
should internalize and pass on. In the words of Morris: 
In every case the process of education is understood to 
have its aim and point outside the learner; The child, by 
virtue of what is to be done with him and for him, is 
eventually seen as an object rather than a subject. His 
activity of learning is aroused and promoted in the name of 
considerations residing outside his own self-determination 
and self-direction (p, 108). 
Tiryakian (1968) feels that this process of 11 objectification 11 is 
founded on the antic rather than the ontological level of exi.stence. 
Ontic refers to things that are discrete; things or objects that can be 
located in space and given empirical validity through the human senses. 
Ontological, on the other hand, refers to the ground or space from which 
empirical entitites emerge; it transcends the empirical realm, and II 
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is the source of unity and identity of phenomenal manifestations or 
appearances 11 (p. 77}. He sees the ontological level of human existence 
as the basis for the development of 11 authentic 11 individuals. When one 
operates within this realm he is aware of his own ontological basis and 
that of others. The 11 authentic 11 self avoids the manipulation of other 
persons as objects for his own satisfaction; he does not objectify 
human beings. 
Yet, when we look at the compartmentalized nature of mass society, 
there is an increasing tendency to view one's fellows as objects. This 
is what we do when we relate to one another on the basis of social 
roles, especially the specialized roles which operate within the bureau-
cratic setting. There is an emptiness and alienation from our own onto-
logical existence and from that of others. And is this what the 
schools breed when they emphasize competition, winning, intellectual 
superiority, etc. When they treat the student as an object to be mold-
ed into some pre-determined fashion, are they not emphasizing an objec-
tification of his self for some~ priori goal that stands outside his 
own ontological self? It could just be that this reduction of man to 
an object of social techniquess one that is capable of being manipulated 
in accordance with some 11 socially engineered 11 schemes of what is good or 
bad, is the greatest danger of all to the establishment of a genuine 
social community which elevates man's freedom of choice and ontological 
existence to the highest level. 
The goals and values of education, as seen from an existential 
stance, place the student in the. center of the process. He is what is 
important; he is the pivotal point. Therefore, the task of education, 
from an existential point of view, is not preparation for life. Life is 
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seen as the test of education, and ideas are verified by each individual 
as they serve him from day to day. As stated by Mayer (1962): 11 We are 
not merely lawyers or doctors or artists or teachers, but human beings 
exploring the preciousness of the moment, strenuously striving for sig-
nificance. Specialization .... is never adequate .... " (p. 129-130). Even 
in the face of the vast pressures toward conformity and control, it is 
possible to reaffirm the meaning of freedom and the value of individua1 
autonomy. If we can embrace this as the ultimate goal of education, 
there is hope for a world in which freedom and authenticity will thrive. 
In the words of Mayer: 
In a society which is concerned with the externals of educa-
tion, which is governed by technology and the multiplication 
of desires, which is other-directed in its status conscious-
ness, existentialism fills a desperate need. It calls for 
strenuous self-examination so that life may not be wasted with 
triviality and superficiality and so that authentic individuals 
can emerge both with a sense of limitation and a sense of 
unfulfilled possibilities (p. 131). 
The Inquiry Method 
The term 11 inquiry 11 has received a variety of interpretations with-
in the educational environment. In many ways it has been made to fit 
the various schools of thought as their proponents have deemed neces-
sary. That is, many schools of thought in education have interpreted it 
to mean what best fits their needs. Within the confines of this study 
it is seen as a method of teaching which places the student and his con-
cerns in the center of the educational process; it is that method which 
best facilitates a dialogue between the student and his world. While 
this approach was not always adhered to during the institute, for the 
most part it was given the main emphasis. 
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In the literature that deals with inquiry as an approach to teach-
ing, the term "discovery" is sometimes used synonymously. An example of 
this is seen in the following statement by Bruner (1967): 
The immediate occasion for my concern with discovery---and I 
do not restrict discovery to the act of finding out something 
that before was unknown to mankind, but rather include all 
forms of obtaining knowledge for oneself by the use of one's 
own mind---the immediate occasion is the work of the various 
new curriculum projects that have grown up in America during. 
the last six or seven years. For whether one speaks to mathe-
maticians or physicists or historians, one encounters repeat-
edly an expression of faith in the powerful effects that come 
from permitting the student to put things together for him-
self, to be his own discoverer (p. 4) .. 
Although this writer feels that Bruner is much too content-
oriented, this is one occasion when he recognizes the importance of each 
individual deciding for himself what is worth discovering. 
To restate what has been stated throughout this paper, inquiry as .. 
a teaching method is nothing more than the realization that "the medium 
is the message," which means that one learns from all of·one's environ-
ment, and that education must focus on the student as an existential 
"being-in-the-world" whose freedom to choose from many possible alter-
natives places him in the 11 active 11 role of helping to determine his 
"self." Once this is realized, it becomes impossible to approach a 
classroom full of students as a 11 group, 11 and to come at them with some 
predetermined content designed to be 11 for their own good." As stated by 
Suchma n ( 1967) : 
Any teacher who _takes the time to determine the level of 
conceptual readiness and intrinsic motivation of~ach of· 
~is pupils •... finds that it makes no sense to teach an 
entire group of children as a ~roup. He can never pres~me 
that any two children start from the same set of concepts 
and move with equal speed and along parallel lines of con-
ceptual growth. 
Actua 1 ly, _the problem becomes even deeper than this. · Can 
a teacher give concepts to pupils under !!!i'... circumstances? 
Is an active pupil role a necessary condition for true con-
ceptual growth? Is it clear from the research on teaching 
strategies that the more active and autonomous the learner 
becomes in a learning process and the more he takes respon-
sibility for decisions regarding the collection and inter-
pretation of information, the more meaningful the learning 
becomes and the more motivated the learner becomes •••. 
(pp. 55-56). 
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Within this context, inquiry can be seen as an attitude or philos-
ophy which supports the concept of experiential learning. Its main 
thrust evolves around the autonomy and openness of the learner in a cqn-
tinuous dialogue with his world. The inquiry method is probably the most 
supportive of an educational philosophy which stresses the subjective, 
problematic situations of life, not absolute answers. This view sees 
education as a process which never ends. It is founded on the existen-
tial reality of the individual. In the words of Mayer (1962): 11 The 
center of existential education is the dialogue between the teacher and 
student and, even more important, the inward dialogue which is part of 
the. education process of all individuals" (p. 127). 
This approach to the learning and socialization processes is based 
on the belief that knowledge can never be objective; that within all 
systems of analysis there is at least one unprovable assumption. Each 
person must therefore be assisted in his effort to develop a pattern of 
thinking that enables him to understand his own unique situation, and 
the alternatives available to him in this situation. The basis of this 
theory of learning is the assumption that the potential for levels of 
motivation, imagination and creativity is provided by the enthusiasm of 
the learner; potential that is not available through the instrumental 
approaches of positive and negative sanctions. According to Kean, et 
al. _(1967): 
The educational philosophy advanced by those holding this 
view is that it is necessary to improve the interface 
between persons, or to put it in terms which they would 
prefer, to find ways to enable individuals to communicate 
more effectively. It is argued that important information 
only moves when people are emotionally in contact with 
each other .... Those who accept •... tthis view] •... are 
presently developing a new view of education, often called 
dialogue. They argue that education takes place when 
people are in personal contact, that it is the changes 
during this process of contac which truly constitute the 
educational process .•.• 
Those involved in developing the theory of dialogue attempt 
to discover new ways in which the llrealityll of the outside 
world and the 11 subjective 11 views of the individual can be 
brought into, and kept in, creative tension. It appeirs 
that to be effective, dialogue must be based on a study of 
problems rather than disciplines, on a recognition that 
authoritarian relationships cannot exist in real education 
.•.• Important new understandings cannot be achieved without 
fundamental change in the view of each person about the 
nature of the universe in which he lives and this will 
necessarily involve disruption of his existing views about 
himself (pp. 20-21). 
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This dialogue or inquiry approach to education is, in essence, the 
process by which the "existential will 11 is awakened in the individual; 
the process by which he comes to realize that he is a 11 being-in-the-
world,11 free to make decisions .that determine his own personal des .. 
tiny. From the point of view of the learner, inquiry promotes an atmos-
phere in which he can experience meaningful dialogue with his world; it 
promotes 11 experential learning.II But this type of learning cannot 
thrive where the teacher is opposed to inquiry, "There can be no sig-
nificant innovation in education that does not have at its center the 
attitudes of teachers, and it is an illusion to think otherwise" (Post-
man and Weingardner, 1969, p. 33). Which, again, brings us to the pur-
pose of the institute. It is the teachers and administrators who must 
be made aware of the goals and values of an inquiry approach to educa-
tion. The attitudes and behaviors that are necessary for this approach 
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to work amount to a definition of a different role for the teacher and, 
for that matter, the administrator, from that which he has traditionally 
assumed. As stated by Postman and Weingardner: 
The inquiry environment, like any other school environment, 
is a series of human encounters, the nature of which is 
largely determined by the 11 teacher 11 •••• 
.. .. when the teacher assumes new functions and exhibits dif-
ferent behaviors, so do his students. It is in the nature 
of their transaction. And nothing is more important to 
know about inquiry methods than this (pp. 37-38}. 
The 11 Sociological Imagination 11 
The teachers involved in this institute were exposed to situations 
that demanded they question .the goals and values of education, and their 
role as teachers in this process. They were encouraged to question the 
purposes of their methods of teaching, and the effect of these methods 
on the normative school environment and the attitudes of their students. 
For, as Silberman (1970a} has asserted, the greatest obstacle to over-
come if the schools are to be revitalized is that of 11 mindlessness; 11 to 
get teachers and administrators to ask why they are doing what they are 
doing. This means it is necessary for them to give serious thought---
to question---the purpose or consequences of education. 
As an aid to understanding and analyzing the normative and value 
aspects of society and its institutional structure---especially the 
schools, and the problems of individuals as they attempt to 11 become 11 
persons within this setting, the teachers were introduced to the socio-
logical form of imagination. The images within this conceptual schema 
offer an illumination that can be quite useful as a tool for social 
analysis. In the words of Mills (1959}: 
It is not only information that they need---in the Age of 
Fact, information often dominates their attention and 
overwhelms their capacities to assimilate it. It is 
not only the ski 11 s of reason that they need---although 
their struggles to acquire these often exhaust their 
limited moral energy. 
What they need, and what they feel they need, is a quality 
of mind that will help them to use information and to 
develop reason in order to achieve lucid sunmations of 
what is going on in the world and of what may.be happen-
ing within themselves. It is this quality, I am going to 
contend, that journalists and scholars, artists and pub-
lics, scientists and editors are coming to expect of what 
may be called the sociological imagination (p. 5). 
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This is not to say that a sociological perspective is what is 
needed to solve a 11 of the problems of the schoo 1 environment or society. 
In fact, the misuse of this perspective is just as dangerous, if not 
more so, as the 11 mindlessness 11 referred to by Silberman. To depict man 
as either willful or will-less from a sociological point of view is to 
undermine his potential as a human being. 
The contemporary issue has more to do with determinism than the 
subjectivism. The psychological theories of behaviorism and psycho-
analysis, when considered within a sociological framework, have tended 
to imprison man within the institutional structure of his society. 
From this perspective, man is viewed as a will-l~ss puppet of his social 
heritage. His identity and his behavior are the products of his being 
socialized with a certain society or culture. He is 11 determined 11 by his 
social structure, 11 •••• his character, his fate, are determined by where 
he happens to be born within that structure. All else is irrelevant to 
[this] sociological quest 11 (Cuzzort, 1969, p. 206). 
The perpetuation of this point of view, is expressed by Jean-Paul 
Sartre (1956) is an act of 11 bad faith. 11 It removes the dimension of 
choice from the human situation. The individual deceives himself by 
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saying, "Because I must," which is. a way of hiding from himself the 
anxious thought that it might be otherwise---the thought that his behav-
ior is a product of his own choosing. Sociological determinism makes it 
easy to pass the buck for the responsibility of one 1 s actions onto 
society. Berger (1963) describes it in the following way: 
To put it very simply, "bad faith 11 is to pretend something is 
necessary that in fact is voluntary. 11 Bad faith" is thus a 
flight from freedom, a dishonest evasion of the 11 agony of 
choice. 11 11 Bad fa ith 11 expresses itself in innumerable human 
situations from the most commonplace to the most catastrophic. 
The waiter shuffling through his appointed rounds in a cafe 
is in 11 bad faith 11 insofar as he pretends to himself that the 
waiter role constitutes his real existence, that, if only for 
the hours he is hired, he is the waiter .•.. The terrorist who 
kills and excuses himself by saying that he had no choice 
because the party ordered him to kill is in 11 bad faith, 11 
because he pretends that his existence is necessarily linked 
with the party, while in fact this linkage is th.e consequence 
of his own choice. It can easily be seen that 11 bad faith 11 
covers society like a film of lies. The very possibility of 
11 bad faith, 11 however, shows us the reality of freedom. Man 
can be in 11 bad faith 11 only because he is free and does not 
wish to face his freedom. 11 Bad faith 11 is the shadow of human 
liberty. Its attempt to escape that liberty is doomed to 
defeat. For as Satre has famously put it, we are 11 condemned 
to freedom 11 (p. 143). 
Man wi 11 undoubtedly remain a II prisoner of soci ety 11 so long as he 
permits himself to remain ignorant of its influence over him. It is the 
knowledge and understanding of the way that society operates--the socio-
logical imagination---that allows him to begin to free himself of its 
controls; the recognition that he is a 11 being-in-the-world 11 with the 
unique ability to 11 choose 11 his own destiny. But a sociological perspec-
tive that is marked by determinism simply perpetuates man 1s te,ndency to 
accept things as they are, regardless of the moral implications. To 
employ sociology for this purpose is to use it in 11 bad faith. 11 
Riesman 1s (1961) classical book, The Lonely Crowd, is an example of 
how sociological imagination can serve to aid the individual 1 s 
perspective of historical and cultural influences. The existential 
model of the person closely parallels what Riesman refers to as the 
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"autonomous" personality. According to Riesman, 11 tradition-directed, 11 
11 inner-directed, 11 and 11 other-directed 11 are all deterministic models of 
personality which conform to their corresponding historical setting---
large, blind movements of population growth and eco.nomic and technolog-
ical change. He refers to those individuals who " .•.• respond in their 
character structure to the demands of their society or social class at 
its particular stage on the curve of populatfon •••• 11 (p. 241) as the 
11 adjusted. 11 The main difference·between 11 adjusted 11 and 11 autonomous 11 
individuals is the ability of the 11 autonomous 11 to transcend their culture 
at any time or in any respect. The 11 autonomous 11 person 11 •••• may or may 
not conform outwardly, but whatever his choice, he pays less of a price, 
and he has a choice 11 (p. 243). Perhaps it wou.ld be closer to reality .to 
say that he does not "trick" himself into believing that he has no 
choice, for everyone has a choice. Riesman believes that the 11 autonom-
ous 11 person •.•. 
. • • . living like everyone else in a ,given cultural setting, 
employs the reserves of his .character arid station to move 
away from the adjusted mean of·the same society •• ;.For 
autonomy, like anomie, is a deviatton from the adjusted pat-
tern~ though a deviation controlled in its range and meaning 
by the existence of those patterns •••• the definition of the 
autonomous refers to those who are in their character capable 
of freedom, whether or not they are able to, or care to, 
take the risk of overt deviation (pp. 249-250). 
In other words, he views autonomy in somewhat the same manner as the 
existentialists view freedom. It is neither completely willful nor com-
pletely will-less, but the available alternatives are in many ways de-
fi·ned by the cultural milieu. The setting is "determined" by history, 
but the "autonomous" person is aware of the choices in his life; he has 
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not 11 tricked 11 himself into believing that he is not free to choose his 
course of action. As Allport (1962) would say, he is truly a being in 
the process of becoming. 
Summary 
I have argued continually throughout this paper that teachers must 
face up to their responsibility to question the purposes and consequences 
of education. The students in their trust have a right to inquire into, 
and have a dialogue with, .the world of which they are a part. The moral 
implications of this argument cannot be emphasized enough. If man is to 
realize a new and better world, one built to a 11 human scale" and with 
individual freedom and responsibility at its core, our students and 
teachers must be given an opportunity to explore openly the issues of 
the day. They must be stimulated to ask the important questions that 
stand at the very core of man's existence in the world and survival upon 
the earth. It is believed that the acquisition of a "sociological imag-
ination11---one couched in the freedom of the individual to 11 choose 11 his 
course of action---can aid both the teacher and his students in th~ir 
pursuit of this noble goal. 
In summary, the purpose of this institute stems from a desire to 
make a contribution to the revitalization of education in America and 
the world. This writer feels that the existential model of man as a 
being-in-the-world offers the ~reatest hope for the realization of this 
goal. 
CHAPTER-III 
METHODOLOGY AND DESIGN 
Introduction 
In order to evaluate what actually occurred during the institute a 
variety of quantitative and qualitative data collection procedures were 
utilized, all of which were designed to measure the beliefs and atti-
tudes of the participating teachers. It was felt that by focusing on a 
wide range of methods to tap these beliefs and attitudes, a better 
understanding of the changes, if any, that occurred in the mind of each 
participant could be obtained. 
The first method of data .collection was designed to quantitatively 
measure the attitudes toward education of the participants~ In this 
analysis we were concerned with how the educational attitudes·of the 
teachers in the institute compared with those of the principals, students 
in the summer course, and other teachers in the Tulsa County School Sys-
tem1, both before and after their participation in the institute. 
1The Tulsa School System is composed of 16 school districts .• Dis-· 
trict 1 contains all the schools within the Tulsa city limits and will 
be referred to as the Tulsa City School System. Districts 2 through .16 
contain all the schools in .Tulsa County that are not in District 1 and 
will be referreq to as the Tulsa County School System. All the partici-
pants in this institute were drawn from the Tulsa City School System, 
with the exception.of two Stillwater teachers •. The School Opinion Survey 
has·been administered to the Tulsa County School System and this data is 
available for the purpose of comparison. ~ 
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The School Opinion Survey 
The-instrument that was used to measure educational attitudes was 
developed by-Tuel and Shaw (l966), and is called the Schoo_l Opi-nion .Sur-
vey(Appendices D and E). This Su-rvey was built upon several assump-
tions. .The first assumption contends that the 11educational environment 11 
is a construct that can ,prove useful in describing the total envir<imment 
that-effectively influences academic learning .. Second is the be.lief 
that there are several levels within this-educational environment which 
extend from the i ntrapersona 1 through .a scope which widens to the -nation-, 
al level. Third is -the belief that philosophy, values, ob.iectives, and 
techniques form a vertical continuum or hierarchy-which ranges from what 
can be -termed the abstract, philosophical, or attitudinal, to the con-
crete, operational, or behavioral. Fourth is the belief that there is -
a high correlation or-associati.on between an individual 1 s philosoph.v of. 
education or educational attitudes, .the educational objectives-he 
es.pauses, and the techniqu~s he utilizes to carry-out educational proce-
dures. And finally, it-was assumed that the individual 1 s attitudes -
along this hierarchy; and the .degree to which they-were associated, 
could be measured. 
The final one hundred items of -the Survey were arrived at by-the 
following procedure. Various small samples were utilized to test the 
original pool of _three hundred items. These items reflected a variety 
of abstract and concrete·educational factors; ranging from.philosophical 
positions to values-to objectives.to the. techniques utilized to accom-
plish-the objectives. Those items .which were fo1.1nd to be-ambiguous or 
which seemed to display a restricted-range of responses were -eliminated 
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from-the original pool. The vocabulary level and meaningfulness of the 
items had to be carefully controlled because the Survey was intended to 
measure the educational attitudes of parents, teachers, administrators, 
high school students, etc. The preliminary screening of the original 
pool of three hundred i terns reduced the number by fifty, 1 eavirlg two 
hundred and fifty i terns to be administered to a 11 the teacher~, admi ni s-
trators, counselors, and tenth grade students and their parents in a 
California school district of medium size. The data which resulted from 
this measurement were then subjected to factor analysis with varimax 
rotation, which resulted in the extraction of ten prominent factors .. 
accounting for over 70 per cent of-the total variance. The ten strong-
est loadings on each of the factors were selected, leaving a one hundred 
item survey-composed of ten factors with ten items each. The first 
three factors seemed to represent phil osophi ca 1 orientations, while the 
remaining seven represented the techniques which would.be utilized to. 
implement the various educational philosophies (Tuel and Shaw, 1966). 
Table I, extracted from the article by Tuel and Shaw, gives the 
name attached to each of the ten scale factors and their intercorrela-
tion matrix. It is believed that the scales of the School Opinion Sur-
vey can. serve. to:. (1) compare the educational attitudes of the teachers 
in the institute with those of the principals, students in the summer 
course, and other teachers in the Tulsa County School System, and· (2) 
show the changes, if any, that occur in the educational attitudes of. 
these teachers after the six-week institute. 
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TABLE I 
SCHOOL OPINION SURVEY: SCALE INTERCORRELATION MATRIX 
2 3 4 5 6 7 8 9 10 Factor Scale Name 
-.06 - • 17 .33 -.07 .26 . 18 .24 . 19 .25 1 Humanist 
.04 -.24 .30 - . 18 -.02 -.22 . 13 - . 14 2 Realist 
.06 .09 . 15 . 14 -.06 . 11 - . 18 3 Experimen-
tali st 
.09 .52 .49 .49 .39 .47 4 Individual 
Attention 
.08 .33 -.24 . 26 -.22 5 Group Acti v-
ities 
.33 .40 .43 .36 6 Profession-
alization 
.02 .38 .03 7 Non-
Academic 
.20 .38 8 Academic 
Discipline 
. 31 9 Scientific 
Objectivity 
10 Strict 
Control 
Composition of Factors 
The composition of each factor of the School Opinion Survey is 
depicted in the following outline extracted and condensed from Tuel and 
Shaw (1966, pp. 957-961): 
1. Humanist: Chiefly concerned with individual differences, 
individual personal development and human objectives as 
opposed to strictly intellectual subject-matter oriented 
objectives. Stressed self-realization of the consequences 
of one's own behavior, personal enjoyment of learning, 
development of critical thinking, and breadth of curricu-
lum. Presupposed a philosophical structure which saw 
reality as centered in the human being as an individual 
and a value system which focused on the enhancement of 
the individual personality. 
2. Realist: Appeared qualitatively to be the antithesis of 
Factor I, i.e., a sort of 11 antihumanist 11 scale. However, 
the two factors actually proved to be uncorrelated (see 
Table I}. Stressed intellectual development, attention 
to 11 objective facts, 11 avoidance of controversial issues, 
and the irrelevance to education of individual differences 
in feeling, interests, and motivation. Such values evi-
dently stemmed from a philosophical system which located 
reality outside of the individual in ideas, society, or 
the material universe, i.e., idealism, social relativism, 
or realism. 
3. Experimentalist: This scale was composed of two equal 
parts of opposite valence. Half of the items took a 
social relativist or experimentalist position, stressing 
the relativity of knowledge or truth, and irrelevance of 
religion to education, and the social origin and change-
ability of moral law. The other half of the items (which 
were all negatively correlated with those of the first 
half) described a theistic or absolutist position, empha-
sizing the immanence of God as the source of truth and 
moral law. There would have been equal justification for 
naming Factor III the 11 Theist 11 or 11 Absolutist 11 scale, on 
the one hand, or the 11 Relativist 11 or 11 Experimentalist'' 
scale on the other. Because the last seemed the most 
appropriate option in an educational setting, the scale 
was named the Experimentalist factor. 
4. Individual Attention: Stressed individual attention and 
counseling, and closer home-school and parent-teacher 
relationships. Advocated individual counseling on per-
sonal problems, individual attention to pupils and 
encouragement of creativity, parent orientation, parent-
teacher conferences, home visits by teachers, school 
social workers, and better training of counselors. Com-
mon to all these characteristics was the concept of 
increased attention given by school staff to individual 
students in their school, classroom, and home environ-
ment, i.e., the 11 pupil personnel orientation. 11 
5. Group Activities: Emphasized competitive and team sports, 
co-educational physical education, outdoor play and field 
trips, extracurricular activities and group projects, 
grading on the curve, PTA activities, and local school 
board autonomy. The outdoor, athletic, non-academic and 
small group emphasis were apparent. Any individual focus 
was conspicuously absent. 
6. Professionalization: Advocated larger school districts 
and the aspects of staff professi ona 1 i zati on usually 
associated with them: higher salaries .for teachers and 
administrators, clerical help for teachers, educational 
research, school psychologists, and individual attention 
programs to assist the emotionally disturbed pupil and to 
encourage the gifted. 
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7. Non-Academic: Stressed non-academic and practical curric-
ulum elements such as student government, shop and craft 
classes, art and music classes, consumer education, and 
other techniques aimed at preventing dropouts and retain-
ing the interest of poorly motivated or non-academically 
oriented students, e.g., better lighting and library, 
methods courses for teachers, and having incidental expen-
ses of education assumed by the school. The essence of 
this factor seemed to be the special provisions in curric-
ulum, school plant, services, and class presentation 
necessary to interest and retain non-academically oriented 
students. 
8. Academic Discipline: Advocated increased time spent in 
study: more hours in the school day, weeks in school 
year, longer class periods and less free time. Also 
stressed were 11 solid 11 highly verbal college-preparatory 
type subjects involving concentrated study: foreign lan-
guage, social studies, writing of themes and emphasis on 
great literature. 
9. Scientific Objectivity: Concerned with relatively imper-
sonal scientific teaching methods: use of teaching ma-
chines, team teaching, stress on mathematics and use of 
personality, IQ, standardized and 11 objective 11 tests. Also 
included were state regulation of education, free medical 
care for students, and child-study training. The dominant 
element was the use of 11 impersonal scientific educational 
methods. 11 
10. Strict Control: Concerned with the theme of strict dis-
cipline and moral training: strict enforcement of school 
rules, strictness of discipline, spanking of misbehaving 
pupils, stringent laws against truancy, teaching of mor-
als, and self discipline in school. Corporal punishment 
was advocated and the belief expressed that punishment 
usually produces the desired results. 11 Control 11 was the 
dominant element. 
The Experimental Treatment 
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The six-week institute was designed to be the experimental treatment 
of this study. Since it was concerned with aiding the teachers in the 
development of tools to assist their students in the process of discovery 
---individual, personal development and human objectives as opposed to 
strictly intellectual subject-matter-oriented objectives---participation 
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in this institute should have influenced their educational attitudes 
and teaching techniques or objectives to some degree. The treatment 
effect---the institute---is difficult to specify fully because of the 
complex record of action. The over-all purposes of the institute have 
been developed to some length in Chapters I and II, but this does not 
necessarily indicate that these purposes were accomplished, or, what is 
more important, that the actual behavior of the staff members was in 
line with the purposes and goals of the institute as they were stated 
earlier. The difficulty lies in adequately explaining what the input of 
the staff members actually was. This constitutes the experimental treat-
ment as it was presented to the institute members. 
One source which aids in understanding the institute is the 11 teach-
ing philosophy 11 of one of the staff members (Appendix G). This document 
is important for two reasons. The first relates to the unusual circum-
stances through which it was created. During the course of events which 
led to the actual beginning of the six-week institute there was some 
confusion between the two principle staff members concerning just what 
the purposes and goals of this institute actually were. In answer to a 
request by one staff member the other prepared a written statement which 
contained his philosophical position with regard to both teaching meth-
odology and sociology in general. This statement served to bring the 
two educators into a closer understanding with each other, and to bring 
the purposes and goals of the institute into a clearer focus. 
The second reason for the unusual importance of this document is 
more closely related to the actual institute input---experimental treat-
ment. This is true because the paper was reproduced and distributed to 
each of the participants and served as the initiatory source for a number 
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of the discussion sessions. The teachers were conscious of the fact 
that this philosophy of education was written and adhered to by one of 
the staff members, and the issues contained therein were discussed many 
times in the presence of these staff members, both separately and togeth-
er. For the most part, these issues parallel those discussed in Chapters 
I and II, which indicates that these two chapters are in many ways a 
reflection of the actual institute input---experimental treatment. It is 
for these two reasons that this document aids in clarifying the input of 
the staff members. 
The other source which helps to clarify the institute input is the 
daily log of events {Appendix C}. This log is a record of the events 
which occurred each day. It serves as a sequential representation of the 
staff input and of the resultant behavior of the participants. 
The two sources mentioned above assist in interpreting the actual 
input of the staff members. The basic criteria of the institute input---
experimental treatment---have been thoroughly discussed in Chapters I 
and II. Examination of the teaching philos.o.phy {Appendix G} and the 
daily record of events {Appendix C} should help to coordinate the read-
er's insights gained from these two chapters with the sequential events 
of the six-week period and with the educational philosophy that was 
actually presented to the participants. This input is the experimental 
treatment, and the effect of this treatment on the educational attitudes 
of the participants is the main concern of this study. 
Research Design 
A measurement on the School Opinion Survey was taken before and 
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after the institute. Using the institute as the intervening variable or 
treatment effect in this design, and measuring the educational attitudes 
of the teachers both before and after the treatment effect, without con-
trolling for possible extraneous variance, limits the potential effec-
tiveness of Research Design! {Figure 1). 
Pretest Experimental Treatment Posttest 
x 
Figure 1. Research Design I 
According to Kerlinger (1964), at face value this procedure would 
seem to adequately accomplish the experimental purpose, since it controls 
all the possible sources of independent variance that are associated with 
the subject's characteristics. Actually, the situation is not that sim-
ple. There is a possibility that other factors which have not been ac-
counted for in this design may have contributed to the change in scores. 
Campbell and Stanley (1963) have discussed these factors in detail. 
Kerlinger summarizes their effect upon the dependent variable. The first 
effect is related to the measurement procedure and stems from the changes 
that may occur in subjects due to the process of measuring them. In 
this case the post measurement is affected by the increased "sensitiza-
tion due to the pretest." Campbell refers to such variables as reactive 
measures, because they cause the subject to react. 
The other two important sources of extraneous variance are referred 
to as history and maturation. Both can potentially operate in the 
interval between the pre- and post-measurements. Variables or events 
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that are specific to the particular experimental situation are referred 
to as history. The longer the time interval between the measurements, 
the greater the .chance that history will effect the subjects and thus 
the post-measurement. Maturation is related to events that are not 
specific to the particular experimental situation, but that are connected 
with the growth of the organisms that are being measured. 
Kerlinger (1964) feels that the inadequacy of this design does not 
stem from the fact that these sources of extraneous variance can operate, 
("they operate whenever there is a time interval between pretest and 
post-test" (p. 296)) but from the fact that nothing is constructed with-
in the design to test or control for their possible influence. This is 
why he refers to Research Design .!.. as a 11 poor 11 design. While maturation 
and history would not seem to be factors of concern in this experiment, 
"sensitization due to the pretest" is always a factor that must be dealt 
with in experiments which utilize the pretest-posttest design. 
In order to control for the possible effect of these three extrane-
ous factors, and any others that might contribute to the pre-post differ-
ence in scores, a control group was added to the experimental design---
Research Design.!..!. (Figure 2). The control group was composed of the 
principals that attended the orientation phase of the institute .. Ideal-
ly, subjects would be randomly assigned to both experimental and control 
groups, but in this case both groups were formed by occupational selec-
tion. This imposes a limitation upon the experiment. 
66 
Pretest Experimental Treatment Post test 
Experimental 
Yb x \ Group 
Control Yb (No X) \ Group 
Figure 2. Research Design II 
This design offers the most adequate control of factors other than 
the experimental treatment. According to Kerlinger (1964) it: . 
.... overcomes the great weakness of Design l , namely, it sup-
plies a comparison control group against which the difference, 
Yb - Y~, can be checked. With only one group, we can never 
know whether history, maturation (or both}, or the experimen-
tal manipulation of X produces the change in Y, When a control 
group is added, the situation becomes radically altered .... 
Similarly, the effect of ·testing---Campbell's reactive mea~ 
sures---should be controlled. For if the testing affects the 
member$ of the experimental group it should similarly affect 
the members of the control group (p, 310). 
Figure 3 shows that there are two analytical possibilities with the 
type of design being utilized in this experiment---Research Design 1l· 
The first method is to analyze the Q scores (De - Dc) with at-test or 
F-test. In this case we are testing to see if the difference between 
the D means of the experimental and control groups is significant. To 
do this subjects must be randomly assigned to both experimental and con-
trol groups. Since this is not the case in this study, this alternati~e 
is eliminated. The second method is to analyze the before and after 
measures of each group and compare these differences, In this case it 
is necessary to use the correlated t-test on each group because there 
are before and after· measures on the same subjects. · By comparing these 
differences---t-test values·--the effect of the experimental treatment 
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can be ascertained. If the differences in the experimental group proved 
significant while those of the control group did not, there would be 
good reason to assume that the treatment effect---the institute---was 
the primary force in bringing about this change (Kerlinger, 1964). 
Before 
Experimental Control 
After 
Figure 3. 
Difference Before After· Difference 
Analytical Possibilities for Research Design II (Kerlinger, 1964, p. 309) 
Statement of Hypotheses 
The hypotheses tested in this experiment were derived from the ten 
factors of the School Opinion Survey. Since each of these factors is 
concerned with an attitudinal dimension of education, the scores from 
each factor were measured and tested for change. A review of the factor. 
composition section of this chapter suggests that the institute input 
corresponded more closely to those constructs measured by some of the 
factors than to those measured by others. Consequently, the principle 
hypotheses were constructed from those factor~ which seemed to closely 
reflect and measure the changes·that occurred through the application of 
the experimental treatment .. A brief discussion of these factors and 
their close relation to the actual input of the instttute should help to 
clarify the rationale for making such a discrimination. 
Of the three factors which measured philosophical orientation, the 
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Humanist factor seemed more closely related to the experimental treatment 
than did the Realist or Experimentalist factors; In some ways it seemed 
that the Realist factor was qualitatively the antithesis of the Humanist 
factor. Examination of Table I in this chapterreveals that they are 
actually uncorrelated. The Humanist .factor is composed of items that 
attempt to measure the type of things with which the institute was con-
cerned. It reflects at a philosophical level those issues whith, when 
taken together, represent a large portion of the institute input. It 
might have been more appropriate to label it the 11 lndividualist 11 factor. 
Thefirst principle hypothesis was based on the association between this 
Humanist factor and the experimental treatment. 
1. There will be a significant change in the educational. 
attitudes of the teachers, as measured by the Humanist 
factor, due to their participation in the institute. 
Of the remaining seven factors which dealt with educational objec-
tives and techniques, only three seemed to closely correspond to the· 
experimental treatment. The first of these was the Individual Attention 
factor. This factor stressed objectives and techniques·which were close~ 
ly related to the philosophical orientation of the Humanist factor. It 
measured attitudes toward those things which reflect 11 individualism 11 in 
the educational structure, and was positively correlated higher than any 
of the other factors with the Humanist factor. The second principle 
hypothesis stems from the .Individual Attention factor's apparent associ-
ation with the experimental treatment. 
2. There will be a significant change in the educational atti-
tudes of the teachers, as measured by the Individual Atten-
tion factor, due to their participation in the institute. 
The third and fourth principle hypotheses were derived from the 
Scientific Objectivity and Strict Control factors. These two factors 
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reflect many of the things which were depicted negatively during the 
institute. They seemed to advocate objectives and techniques that were 
in opposition to the humanistic or individualistic orientation in educa-
tion. The Scientific Objectivity factor could more appropriately have 
been 1 a belled 11 0bjective Testing. 11 It was mostly concerned with eval u-
a ting and categorizing students via certain impersonal, objective tech-
niques. The reader should recall from Chapters I and II that this 
increasing trend toward quantitatively evaluating human beings is one 
of the main concerns of those who would make the schools more humanistic. 
The Strict Control factor seemed appropriately labelled; 11 Control II was 
also an important issue with regard to humanistic education. Both strict 
control of student behavior and the overemphasis of objective types of 
evaluation and categorization received a great deal of attention during 
the six-week period. They represent a substantial portion of the exper-
imental treatment the participants received. Consequently, the third 
and fourth principle hypotheses stemmed from the relation of the insti-
tute input to these two factors. 
3. There will be a significant change in the educational· 
attitudes of the teachers, as measured by the Scientific 
Objectivity factor, due to their participation in the 
institute. 
4. There will be a significant change in the educational 
attitudes of the teachers, as measured by the Strict 
Control factor, due to their participation in the insti-
tute. 
While these four factors are very closely related to the experimen-
tal treatment, the remaining six factors, i.e., Realism, Experimental-
ism, Group Activities, Professionalization, Non-Academic, and Academic 
Discipline, cannot be completely disassociated from this input. There-
fore, six secondary hypotheses were constructed to measure any changes 
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that occurred on these factors. The following general hypothesis served 
as a pivotal representative for these six factors: 
5. There will be a significant change in the education atti-
tudes of the teachers, as measured by the above six fac-
tors, due to their participation in the institute. 
Utilizing the pre-post design described in the Research Design section 
of this chapter, the above hypotheses were tested by the following sta-
tistical procedures. 
Statistical Treatment 
Interpretation of the differences evolved from the application .of 
the correlated t-test mentioned earlier. This test is designed to mea-
sure the difference betwee.n two means for correlated samples. The pro-
cedure for testing the significance of the difference between the two 
means may be applied without actually computing the correlation coeffi-
cient between the paired observations. Ferguson (1966) refers to this 
method as the 11 difference method. 11 The correlation is present because 
the subjects are either paired for their similarity on some criterion or 
they are 11 self-paired, 11 meaning .that a single individual is measured on 
two occasions (Snedecor and Cochran, 1967). The pretest-posttest proce-
dure, with the experimental treatment between measurements, is an exam-
ple of 11 self-pairing. 11 
The t-test for independent samples is concerned with determining if 
the difference between the two means is within the limits of random or 
chance fluctuation, or if the difference is actually great enough to be 
considered significance. This is determined by dividing the difference 
between the two means by the standard error of the difference between 
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these means. The standard error is a measure that determines the limits 
within which a mean can vary by chance. If the mean varies outside the 
limits of the standard error the variation is considered to be statisti-
cally significant. The t-test (Figure 4) computes the standard error of 
the difference between the two means (SE(Xl _ X2)) so that the .differ-
ences between these means (X1 - x2) can be judged to be chance or signi-
ficant (Kerlinger, 1964). The correlated t-test measures the same vari-
ation while controlling for the correlation due to 11 self-pairing 11 (Figure 
5). 
x1 - x2 
t = """'SE_(_--_-) 
x1 - x2 
where: SE(- - ) = x1 - x2 
Figure 4. t-test for Independent Samples 
where: 
and: 
- ''D' D = ..u...!1.L N 
SD 
s-=-
D ..J'N 
Figure 5. t-test for Correlated Samples 
Although the data of this study do not meet all the assumptions 
that are necessary for the application of the t-test, it is believed 
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that this technique is still as good or better for the prevention of a 
Type I error than any nonparametric method. Hsu and Feldt (1969) have 
tested the validity of analyzing data of this sort via F-tests (the t-
test is equal to the square root of the F-test, therefore, the same 
assumptions hold for both tests). The general purpose of their study 
was to investigate the effect of score scale limitations, i.e., number 
of scale scores, kurtosis and skewedness of the distribution, hetero-
geneity of variance, sample size, etc., on the probability of Type I 
error in F-tests involving independent groups; 
Their findings indicate that when the above conditions are not ex-
treme, the probability of Type I error is very close to that associated 
with normal theory F-test. The use of a correlated t-tes~ eliminates 
the disturbance from such things as heterogeneity of variance, unequal 
sample size, etc., making the validity of the test even greater for data 
of this type. 
The hypotheses stated above were assessed on the basis of the pre-
test and posttest scores obtained from the application of the School 
Opinion Survey. The values from the t-test served to determine the 
significance of any changes that occurred. 
Supplementary Data Collection 
A second method of data collection was derived by asking the 
teachers to evaluate the institute on a ten item test (Appendix F). 
These items reflect many of the important factors surrounding the pur-
pose and goals of the institute. A five-point scale on each item, 
similar to the one utilized in the School Opinion Survey, yielded scores 
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with a possible range from Q. to 40---Q. being the lowest possible rating 
and 40 the highest possible. 
A score was calculated for each participant, and various categories 
:.--sex, race, age group, etc.---were established. The differences be-
tween these categories were determined by the application of the appro-
priate means-difference statistical procedure, i.e., t-test or F-test. 
These differences served to evaluate the variation in meaning of the 
institute between the categories mentioned above. 
The third method of data collection was initiated by asking the 
teachers to write a brief statement---two or three paragraphs---during 
the first week of the institute, concerning what they expected to gain 
from being a participant in the institute. From this information, and 
other relevant sources, a list of open-ended questions was constructed, 
which were used in an interview session with each teacher toward the end 
of the six-week period (Appendix B). The information obtained from 
these interviews was used to qualitatively ascertain the meaning of the 
institute for each individual. 
The final method of data collection was a log of the activities 
that occurred each day in the institute (Appendix C). These activities 
were recorded at the end of each day based on the investigators obser-
vations of the group. This log served to clarify and lend continuity to 
the forms of analysis described above, and to portray the institute in-
put in a sequential manner. 
Taken together these methods of evaluation permit examination of 
many aspects of the participant's attitudes toward education, and help 
determine how useful an institute of this type is in bringing about the 
changes in the school environment discussed in the first two chapters of 
this paper. 
CHAPTER IV 
ANALYSIS OF DATA AND PRESENTATION OF RESULTS 
Introduction 
As stated earlier~ this paper is concerned with the relation be-
tween a six-week institute for social studies teachers and the current 
humanistic movement in education. Chapter III outlined the analytical 
procedures being utilized to evaluate this institute with regard to the 
attitudinal dimensions corresponding to those important issues discussed 
in Chapter I and Chapter II. 
Chapter IV is concerned with the analysis of the data obtained from 
the following procedures: (1) Utilizing the design and statistical tech-
nique described in Chapter III, the results of the pre-post measurements 
on the School Opinion Survey (Appendices D and E) are presented for the 
teachers (experimental group), principals (control group), and high 
school students that participated in the institute. A comparison of the 
attitudes of these teachers with those of the Tulsa County School System 
was also obtained for both pre- and post-measurements. (2) The result~ 
of the Institute Evaluation Test (Appendix F) are presented by categori-
cal comparisons of sex, race, age group, education, and teaching level. 
The t-tes t was utilized to determine any differences between these cate-
gories. (3) A discussion of the various meanings acquired by the 
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teachers through their participation in the institute is also presented. 
This discussion is based upon the qualitative forms of attitudinal as-
sessment utilized in the study, i.e., teacher interviews (Appendix B) 
and daily log of events (Appendix C). 
Results from the School Opinion Survey 
The School Opinion Survey was utilized to examine any changes in the 
educational attitudes of the teachers as a result of their participation 
in the summer institute. In order to accomplish this purpose, pre- and 
post-measurements were obtained for both the teachers (experimental 
group) and the principals (control group}. Measurements were also ob-
tained for the high school students in the experimental classi These 
scores (pre-post) were then subjected tot-tests for each of the groups 
mentioned above (Table II). The statistics for the principals indicate 
no significant change of attitudes on any of the ten factors, which 
means the control group served to nullify the possible sources of extran-
eous variance discussed in Chapter III. The null hypothesis can be 
rejected on four of the ten factors, two of which were principle hypothe-
ses. Examination of these factors demonstrates that the significant 
changes occurred on four of the educational objectives and techniques· 
factors and on none of the educational philosophy factors. 
The reader should recall from Chapter III that these factors were 
obtained through the application of the varimax rotation factor analytic 
procedure. The ten factors produced rather neat item clusters and the 
ten strongest loadings on each factor were chosen to represent their 
respective factors. This is the procedure that yielded a one hundred 
TABLE II 
SCHOOL OPINION SURVEY: T-RATIOS 
ON PRE- AND POST-MEASUREMENTS 
-
TeacheFS 
-
Factor: Humanist Realist Experi- Individual Group Profession- · Non- Academic Scientific Strict mentalist Attention Activity al ization · Academic Discipline Objectivity Control 
Mean Difference: -1.39 1.18 -0.64 -0.29 0.32 -1.43 -0.54 -1.64 -4.47 -5.36 
Standard Deviation: 0.86 0.66 1.02 0.46 0.46 0.59 0.53 0.58 0.86 1.12 
T-Ratio: -1.61 1.77 -0.63 -0.62 0.69 -2.40 -1.01 -2.84 -5.17 -4.76 
Number: 28 28 28 28 28 28 28 28 28 28 
Probability Function: .1151 .0841 .5400 .5486 .5002 .0221 .3207 .0083 .0001 .0002 
Principals 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization . Academic Discipline Objecttvity Control · 
Mean Difference: 1.06 0.81 1.00 0.13 1.06 0.44 0.94 -0.13 1.50 0.56 
Standard Deviation: 0.81 0.95 0.98 0.75 0.62 0.63 0.73 ·o.49 0.76 0.63 · 
T-Ratio: 1.31 0.86 1.02 0.17 1.71 0.69 1.28 . -0.25 1.96 0.89 
Number: 16 16 16 16 16 16 16 16 . 16 16 
Probability Function: .2065 .5899 .3266 .8644 .1052 .5058 .2185 .7974 ... .0656 .6086 
High School Students 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization Academic Discipline Objectivity Control ' 
Mean Difference: 1.44 -1.22 0.67 0.33 -0.56 0.67 0.11 0.44 -0.56 1.33 · 
Standard Deviation: 0.84 2.29 1.63 2.80 2.33 1.33 1.21 1.43 1.69 3.14 
T-Ratio: 1.73 -0.53 0.41 0.12 -0.24 0.50 0.09 0.31 -0.33 0.43 · 
Number: 9 9 9 9 9 9 9 9 9 9 
Probability Function: .1197 .6124 .6945 .9039 .8115 ,6342 .9262 .7597 .7484 .6833 
"' °' 
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item survey. Tuel and Shaw (1966) then proceeded to examine the items 
within each factor in order to ascertain and label what they might be 
measuring. By following this course of action they arrived at names for 
each of the ten factors. This is standard operating procedure since the 
varimax technique does not lend itself to the testing of hypotheses. 
Therefore, any.! priori hunches concerning the number and character of 
factors are somewhat useless. One simply takes what the varimax gives. 
This point is not made to discredit the author's survey. It is a 
very efficient tool for tapping educational attitudes. Nor is it meant 
to censure the varimax technique. As an orthogonal rotation procedure 
it has much to offer. Although techniques are available to test hypothe-
ses by the use of factor analysis (Horst, 1965), they have not been nec-
essary here. The factor labels are somewhat arbitrary and somewhat con-
jectural; and their selection has depended on knowledge of the education-
al environment. Whatever the choice of labels, it is the constellations 
of items that are important, not the labels. (Appendix E segregates the 
items of the School Opinion Survey into their respective factors). The 
composition of these factors was discussed in Chapter III. This composi-
tion is used in constructing the principle hypotheses. The reader should 
recall that the four principle hypotheses were constructed from the four 
factors that were closely associated with the experimental treatment---
institute input. Of these four, only two were found to exhibit signifi-
cant changes---Scientific Objectivity and Strict Control. Significant 
changes also occurred on two of the six secondary hypotheses---Profes-
sionalization and Academic Discipline. 
Of the factors which displayed significant changes, the two secon-
dary hypotheses were significant at a somewhat high level of probability 
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concerning Professionalization {p = .02) and Academic Di sci pl ine 
{p = .008). The significant changes on the,principle hypotheses were 
very impressive---Scientific Objectivity {p = .0001), Strict Control 
(p = .0002). There were no significant .changes on the ten factors for 
the principals (control group) and high school students. 
The lack of significant changes in the educational attitudes of .the 
principals supports the significance of the experimental treatment---
institute input---as the main causal factor in the participant's attitu-
dinal changes. The fact that·the hi.gh school students did not experience 
a change _in their educational attitudes seems a bit·confusing .. One rea-
son for this lack of changes.in the student's attitudes probably stems 
from.-the variability in-the educational attitudes to which they were 
exposed. They were never given an opportunity to make complete adjust-
ments to any-one teacher, or even group of teachers. Since the time 
limitations of the institute demanded a weekly turnover in the groups of 
teachers to wM ch they were exposed, they never really -had the opportu-
nity to relate personally with-any of the teachers for an extended 
period. In many ways they experienced the 11 guinea pig syndrome; 11 that 
is, they felt they were being used to test something, and that their 
atti tud_es toward what was happening were not important. 
Another reason for the lack of significant changes among the high 
school students is the fact that the experimental class in which they 
participated wasn't even remotely related to the type of instruction to -
which they were accustomed. Furthermore, they were very-aware of the 
situation, and they knew that when this short period of experimentation 
was concluded, the educational conditions to which they were returning 
would be the same as-before. To identify and internalize the ideas and 
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attitudes of change which the institute was advocating meant disorgani-. 
zation and dissonance upon returning to the traditional high school 
atmosphere. 
The pre- and post-measurement statistics on the School Opinion 
Survey for the institute participants have been compared, along with the 
statistics for the County Teachers1 (Table III). Observing the pre- and 
post-means of the participants on the four factors exhibiting significant 
changes, the large mean differences on the Scientific Objectivity (9) 
and Strict Control (10) factors can be seen. The actual mean differences 
with pre-post direction are presented in row one of the teacHer section 
of Table II. The teachers who participated in the institute are employed 
. in the same school system as the County Teachers. A comparison of the 
pre- and post-means of the participants with those of the County Teachers 
portrays the actual differences between these two groups both before and 
after the experimental treatment. In one respect the County Teachers 
are serving as a second control group for the study; Even without the 
follow-up measurement indicated in the pre-post design, the first analy-
tical alternative (Chapter III, Figure 3) suggested by Kerlinger (1964) 
has been utilized---t-ratios between the difference means of the control 
(County Teachers) and experimental groups for before and after measure-
ments (Table IV). 
Tables II, III~ and IV depict a quantitative explication of the 
changes in the educational attitudes of the teachers that occurred due 
to the influence of the institute. The conclusions and implications of 
these results will be discussed later in the paper. 
1see Chapter III, p. 56 for an explanation of the County Teachers. 
TABLE III 
SCHOOL OPINION SURVEY: COMPARISON OF THE PARTICIPANT'S 
PRE- AND POST-MEASUREMENTS AND THE COUNTY TEACHERS 
Participant's Pre-Measurements 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization Academic Discipline Objectivity Control 
Mean: 30.24 10.04 24.10 29.51 21.66 28.69 27.64 25.11 23.99 26.18 
~x2: 9009.12 10485.45 9378.05 10311.06 6460.88 7422.09 6879.86 5037.24 7385.30 6773.88 
.D.: 4.44 4.79 4.53 4.75 3.76 4.03 3.88 3.32 4.02 3.85 
Number: 458.00 458.00 458.00 458.00 458.00 458.00 458.00 458.00 458.00 458.00 
Participant's Post-Measurements 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization Academic Discipline Objectivity Control 
Mean: 28.93 12. 71 26.82 32.39 22.82 29.43 28.82 23.50 19.75 19.18 }:x2: · 393.86 253.71 494.11 302.68 230.11 322.86 388.11 157.00 779.25 1228.11 
S.D.: 3.82 3.07 4.28 3.35 2.92 3.46 3.79 2.41 5.37 6.74 
Number: 28.00 28.00 28.00 28.00 28.00 28.00 28.00 28.00 28.00 28.00 
County Teachers 
Factor: ' Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Ac~ivity alization Academic Discipline Objectivity Control 
Mean: 30.32 11.54 27.46 32.68 22.50 30.86 29.36 25.14 24.21 24.54 
ix2: 316.11 212.96 334.96 356.11 275.00 329.43 286.43 , 305.43 610.71 954.96 
.D.: 3.42 2.81 3.52 3.63 3~ 19 3.49 3.26 3.36 4.76 5.95 
Number: 28.00 28.00 28.00 28.00 28.00 28.00 28.00 · 28.00 28.00 28.00 
00 
0 
TABLE IV 
SCHOOL OPINION SURVEY: T-RATIOS ON PARTICIPANT'S 
PRE- AND POST-MEASUREMENTS WITH COUNTY TEACHERS 
Participant's Pre-Measurements with County Teachers 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization Academic Discipline Objectivity Control 
Mean Difference: 1.31 -2.67 -2.72 -2.88 -1.16 -0.74 -1.18 1.61 4.24 7.00 
Pooled Standard Error: 0.86 0.92 0.88 0.91 0.72 0.78 0.75 0.64 0.80 0.79 
T-Ratio: 1.53 -2.92 -3.10 -3.17 -1.61 -0.95 -1.57 2.53 5.31 8.86 
Probability Function: .1224 .0040 .0025 .0020 .1046 .6554 .1133 .0114 .0000 .0000 
Participant's-Post-Measurements with County Teachers 
Factor: Humanist Realist Experi- Individual Group Profession- Non- Academic Scientific Strict mentalist Attention Activity alization Academic Disdpline Objectivity Control 
Mean Difference: -0.08 -1.50 -3.36 -3.17 -0.84 -2.17 -1. 71 -0.03 -0.22 1:64 
Pooled Standard Error: 0.85 0.91 0.87 0.91 0.73 0.78 0.75 0.65 0.79 0:18 
T-Ratio: -0.10 -1.64 -3.86 -3.47 -1.16 -2.79 -2.30 -0.05 -0.28 2.12 
Probability.Function: w921Q .0982 .0003 .0009 .2456 .0057 .0208 .9583 .7737 .0326 
00 
__, 
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Results from the Institute Evaluation Test 
The Institute Evaluation Test (Appendix F) was designed to measure 
the participant's attitudes toward ten items, including instructional 
materials, teaching methods, and discussion sessions, that were given 
special emphasis during the institute. The underlying rationale for. 
this test was to allow the participants to make an evaluation of the 
institute based on some common experiences with the institute input. 
Categorical comparisons were then made to determine the possible varia-
tions in the meaning .of the institute among the participants. Of the 
five categories selected for comparison---sex, race, age group, educa-
tion, and teaching level---none exhibited a significant difference in 
meaning (Table V). The greatest difference in the evaluation of the 
institute was in the age group category, with the older group ratings 
averaging about 1 .5 points higher than the younger group. The range of 
possible scores was from .Q. (lowest rating) to 40 (highest rating). The 
actual scores ranged from 29 to 38, with a mean of 34. 
During the six weeks of the institute the participants had an oppor-
tunity to apply the problem-centered; inquiry approach to teaching in an 
actual classroom setting. They divided into five groups based on self-
selection, and each group conducted a unit for one week with the high 
school class. The daily log (Appendix C) is a day by.day summary of 
these events as they occurred. It was felt that perhaps these varied 
experiences at the high school played a role in each individual ~s eval-
uation of the institute, because the encounter was smoother, with less 
conflict, for some groups than for others. In order to determine if 
these experiences were significantly different for the five groups, an 
TABLE V 
INSTITUTE EVALUATION TEST: CATEGORICAL COMPARISONS 
Category Number Mean Standard Calculated Tabulated t Ratio Error t Ratio (.05 level of significance) 
Sex: 1.26 .30 2.056 
df = 26 
Male 22 34.05 
Female 6 33.67 
Race: 1.24 . 15 2.056 
df = 26 
Black 6 33.50 
White 22 33.68 
Age Group:. 1.02 1.41 2.056 
df = 26 
30 and under 11 33.09 
over 30 17 34.53 
Education: 1.04 .76 2.056 
df = 26 
Bachelors 12 34.42 
Masters 16 33 .67 · 
Teaching_ Level: 1.04 .50 2.056 
df = 26 
Junior High 16 34.19 
Senior High 12 33.67 
--~ . - -
-----
<X> 
w 
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F-test was administered using the measurements on the Institute Evalua-
tion Test (Table VI). 
TABLE VI 
INSTITUTE EVALUATION TEST: MEANS, FREQUENCY, AND 
ANALYSIS OF VARIANCE OF INSTITUTE GROUPS 
Group I 
N = 5 
X = 34 
Source 
Total: 
Between 
Within 
Group II 
N = 6 
X = 34.5 
Sum of 
Squares 
205.86 
30.09 
175. 77 
Group III 
N = 8 
X = 32.63 
Group IV 
N = 5 
X = 34.4 
Analysis of Variance 
df Mean Calculated Squares F-Ratio 
28 
4 7.52 1.03 
24 7.33 
Results from the Qualitative 
Forms of Data Analysis 
Teacher Interviews 
Group V 
N = 5 
X = 35.6 
Tabulated 
F-Ratio 
(.05 level of 
significance) 
2.78 
Both the teacher interviews (Appendix B) and the daily log of events 
(Appendix C) allowed the researcher to assess many changes that occurred 
in the teacher's educational attitudes. Figure 4 is a list of open-
ended questions that were used in personal interviews with the partici-
pants. These questions seemed to permit the teachers to express the 
spectrum of meanings they attributed to their participation in the 
institute. 
1. What did you expect to receive or gain from being a parti-
cipant in this institute? 
2. What are your feelings concerning the inquiry approach to 
the teaching of social studies? 
3. What affect has this contact with the concepts and methods 
of sociology had upon you as a teacher? 
4. What occurred during the. institute that you did not expect 
to happen? 
5. What could be done to improve the institute if we had ano-
ther one? 
6. What could be omitted from the institute if we had another 
one? 
7. What is the most important thing that you have gained from 
being a part of this instftute? · 
8. Is there anything you would like to add that you feel the 
questions haven't given you a chance to speak of? 
Figure 6. Teacher Interview .Questions 
85 
Questions one and four are highly associated and have been analyzed 
together. While question one is concerned with the expectations of the 
teachers prior to their arrival at the site of the institute, question 
four asks them to relate the things that occurred during the six~week 
period that were outside the range -of their expectations. When viewed 
together, these two questions portray the gap that existed between the 
teacher's expectations concerning what they felt the institute would 
offer them, and what they actually received from their particpation in 
it. 
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Nearly· all of the teachers (about 90 per cent) expected the insti-
tute to be conducted in the traditional, lecture-type manner, and felt 
that there would be many conventional requirements, such as·tests, book' 
reports, projects, required of them in order to receive a satisfactory 
grade. This is supported by the following statements extracted from-the 
interviews: 
..•. l thought-it WOL!ld be a -nice -sunrner--away .. from school, with 
some old, stuffy teachers. We 1.d do a lot .of book reading, -and 
testing and stuff -1 i ke -that; · · 
.... I really expected to have a 1 ot more written work. · I 
didn 1 t want the written •..• ! liked the way the -institute-was 
handled to this effect .•.. · 
Mostly, I expected to experience-the same old thing, -you know, 
lots of .tests, -reports, and other forms of 11 busy work. 11 This· 
isn 1 t what happened at all. 
A large majority (about 83 per cent) stated that of th.e things ··that· 
occurred during the institute·which they did not expect, .the most impres-
sive and valued were: (1) the informal approach which allowed them to· 
structure thei.r own learning experiences -and relate to the staff members 
on a person-to-person basis, .rather· than only· through the· teacher-
student role structure; and (2) the sense of personal closeness or com-. 
munity which they developed with their fellow teachers •. Some of the 
teachers also mentioned that they obtained a new perspective on preju-
dice, especially _the aspects tha:t relate .to judgments concerning race. 
The following are supportive ex.tractions: 
I think the unstructured and the informal manner •.. this was my. 
first encounter with this at the college level. I mean, ·they 
tried to be informal at other places, but·this was strictly 
what we had. It was a person-to-person th.irig, it wasn 1 t 
teacher to pupil or anything like that~ it was-a personal 
thing .... I thought it was great .... I just came off -·a whole 
years institute at ... University, .and I got more here in 
si-x weeks th.an I got in that whole year. 
.••• I think that it really hit it when I realized that I can 
relate to a black man as a woman, and not in the context of 
the fact that he's black. And in our society-I think that's 
probably one of the hardest things to do, given our value 
system. 
The deep contact and friendships that have -developed between 
the teachers. I thought it would be a cold classroom affair 
where I'd come to class and take notes and go to the library 
every night, and feed it back on the test. I didn't expect 
the interpersonal relationships that we have had. I think· 
it's great . 
•.•• The people are the really key factor.which I didn't· 
expect; Beginning with the instructors. They sat a differ-
ent tone .... lt was a very open, re 1 axed· tvpe of thing, . where 
it seemed like they were more concerned about us as people 
than as just teachers who would take what they had given them 
and go back and feed it into the system. They were really 
concerned about-us experiencing things as human beings •••. if 
you come to grips with it perhaps you'll understand what 
inquiry really is and apply it to your own.life~ then _you go 
back and you can't help but·be a different person in the class~ 
room, not just because of the knowledge you learned about it~ 
but how you became involved as a person with it • 
.... I never expected the informality, the downright friendli-
ness, human qualities -of the people in charge, .and that's 
everyone of them. This institute has been quite an experience 
and reve 1 a ti on for everybody concerned. The genera 1 1 ac.k of . 
structure was not there, but because we accomplished so much 
in that setting . 
.. .. First, I was expecting to do. a 1 at of research work, and 
second, I was expecting to do a lot of studying for tests.-.~ •. 
These things add pressure to some people, like myself, and by 
having an unstructured institute~ .•• ! feel that I've been more 
at ease. I 1 ve come to know the. instructors and become closer 
to them, and I feel that I have gained much more from this type 
of unstructured institute than I would've from a structured 
institute. 
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Question two asked the teachers to evaluate the inquiry approach to 
the teaching of social studies after they had experienced the experimen-
tal treatment. About 85 per cent of the teachers responded positively-
toward inquiry, with no negative responses and about 15 per cent either 
neutral or ambivalent. The fo_llowing extracts tend to represent the 
positive feelings of the teachers: 
.... I think education has to go this way to meet the needs of 
the students. It's going to be hard, but I think it can be 
done. 
I really think that there's probably very little other way to 
get to the issues of social studies, because ·if you're prepar-
ing people to be a social being their whole life is going to 
be one of inquiry if they're going to cope with their environ-
ment. I just really don't think there's any other way to 
teach it.· 
I think it's great. I think it's necessary if we're going to 
meet the needs of the students in preparing them to live in 
the society that they're going to inherit. Because the empha .. 
sis on the memorization of facts is not really challenging all 
the faculties of the student. - To me it gives you an opportun-
ity -to operate on a broader basis, as far as -the· student and 
his skills and abilities are concerned. And you're really 
after a thinking product, and this affords the opportunity to 
develop that type of person. I'-m really for it. 
It's great. The inquiry method will give each child in the 
classroom a chance to participate in the discussions, in the 
class as a whole. You can use special inquiry methods to 
motivate even the slower children to participate. · 
.•.. It showed me an awful lot about human-relations.~ •• ! think 
it was invaluable getting to use this kind of thing with an 
experimental class. I would never have dreamed that I could 
go out and take a dozen kids so different and say -this is your 
class, and have it turn out that way. I didn't know I could 
be comfortable with that, and I can be. I'd never have known 
it if we hadn't had that class out there. That class-was prob-
ably the best part of the institute. 
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Some of the teachers said that they felt inquiry had been a part of 
their teaching approach before they attended the institute, implying that 
while they had been utilizing this method in the past, they were not 
aware it had received so much attention in the area of teaching method-
ology. They were positively reinforced by the fact that much of their 
past approach to teaching could be referred to as inquiry, which they 
now viewed as the "best" method of engaging the student's interest and 
commitment. These-extractions testify to this insight on their part: 
I think it's an approach that we all have used in the past .•. ~I · 
think everybody has used it some extent. Maybe we didn't call 
it inquiry .... but we've been using it for years and I think it 
reinforced my ideas, that this is the way to teach • 
.•.• I've really been doing it to a certain extent all along. 
I just haven't been calling it inquiry. 
I have used it some, but I didn't know what I was using .. 
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Some of the teachers mentioned that the inquiry approach was the 
best method for allowing the student to 11 feel II his way through certain 
crucial issues. They felt that through inquiry the student became better 
equiped to arrive at his own conclusions on these issues, and to find 
himself as an individual---experiential learning •. 
•... it gives the student a chance to express his own views; a 
chance to find himself as an individual. They can really come 
to some kind of a conclusion as to what they actually think, 
and not society as a whole. 
Whi.le none of the teachers expressed a completely negative attitude 
toward the inquiry approach, there were some whose feelings concerning. 
this teaching method could be classified as ambivalent (about 15 per 
cent). Their attitudes were mostly based on a feeling of insecurity 
with regard to an 11 open 11 type of classroom environment, which could be 
interpreted as a perceived threat to their authority and control of the 
classroom. 
To be honest I have mixed emotions about it now. It's caused 
personal conflict in many areas, which I wasn't expecting .•.• · 
In order to be able to teach inquiry you have to be a much more 
open person than I was before .. I just got challenged that way. 
I didn't realize that I was as much of an authoritarian person 
as I have been in the classroom. 
For the most part, this feeling of anxiety toward inquiry stemmed from 
the attempt of the staff to allow the high school students in the exper-
imental class to initiate their own learning experience. In doing this, 
much of the control of the class was removed from the role of the teach-
er; certainly a new and possibly threatening experience for many of 
these participants. 
While there were some objections to this procedure, none of the 
teachers seemed to object to the fact that the staff allowed· them to 
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direct their own learning experiences during the six weeks of the insti-
tute, i.e.,. they selected the topics ,to be pursued in the·discussion 
sessions, they delved into areas -of ·individual interest in their free 
time, an institute library was made available by the staff .to enhance 
their opportunities for experiential learning, they were never-told to 
learn something for the purpose of passing a test--.-tests or special 
assignments were never given by the staff .. During the interview ses-
sions reference was made time and time again to the positive aspects of 
this approach. Nearly all of the teachers felt that this was one of the 
central values of the institute, but that control by the high school 
class of their particular learning experiences distracted from their 
effectiveness as teachers. The paradox is-apparent. 
Question three asked the teachers to evaluate the utility of socio-
logical concepts and methods in their role as teachers. The large major-
ity of them (about 90 per cent) felt that sociology ,had positive utility. 
in aiding the teacher and student in communication with each other, and 
in understanding the world around them. The following extractions from 
the interviews are representative of this point of view:. 
The entire institute was conducted on a human level, not a 
knowledge. The problems we· dealt with were real, and the con-
cepts ·were introduced as a way of analyzing problems. It· 
couldn't have been better • 
.... having this many good concepts come up from people I did 
respect ha~ been a real stimulus to me to sort of dig deeper 
into a lot of these things; And I want to see -some of the 
things happen in the classroom that I've seen happen here .. 
I don't see how you can get them out of the high school. 
They're a part of life, which I suppose-if I've got a quarrel 
with the school system as a cultural phenomenon, it's that 
the classroom has been so objectified that it no longer repre-
sents a life situation, and 'I think that.'s why it's turning so 
many students off. The teacher's not a living being, the 
teacher is an institution, and we've dehumanized it to the 
point that the classroom no longer represents.life, therefore, 
it's no longer interesting to students. 
I think it's probably the most useful thing you.can do in the 
classroom. To me the gut issues-in the social studies are the 
type of things· that you ta 1 k about in sociology •. To me the 
types of problems you deal with. in sociology-is what makes the· 
study of social studies relevant.-
I think the issues are the ones that we have to deal with now •. 
They are the issues·that affect us, and if we dodge them we're 
in trouble. 
I think they're valuable because they're relevant to-.the · 
things that are going on now~·ind it's what the teacher should 
know about,.and the students for that matter •. Cause 'they're. 
interested in it, and they can see it around them, they can. 
relate it to their own lives .•. ;! think it's not only valuable· 
for them to know these facts, but to adopt attitudes that would 
be in balance with them. 
I feel that it has given me a better understanding, and as far 
as conceptualization is concerned, helped me in dealing with 
some of the everyday problems that schools bring up •. 
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Many of.the teachers mentioned that some of the issues would be 
difficult to deal with in their present school environment,.indicat;ing 
that the normative structure of their school was prohibitive of an 
inquiry into some of the more controversial topics; e.g., sexual behav-
ior, political activism, some religious issues, etc • 
•••• I have a completely different attitude on descent now. 
It's just given me a very deep insight. I'm somewhat afraid 
of what will come about when I start talking about some of 
these controversial issues in my classroom. I'm afraid of the 
effects and of the controversies that will come about through 
studies like this, but it needs to be done. How I'm going to 
control it in the classroom, I don't know~ It rather scares 
me .... 
The issues that hav.e brought out in the institute, I feel are 
very good. But I find that in the school system where I work 
that some.of these issues are 11 no-no, 11 as far as a discussion 
in the cl ass room goes. I feel that until we can change the 
attitudes of the people who control the curriculum-and frame~ 
work of the high schools, that we can't go into some of the 
issues that we have discussed here at the institute. 
The issues which we've discussed I feel will be a great help 
to the students. However, some of the issues, because of the 
conditions under which I work, probably would be prohibited 
from the type of in-depth inquiry we have given them here. 
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For the most part, those that expressed a negative attitude (about 
7 per cent) toward the sociological issues that were discussed during the 
institute felt that the liberal or radical side of these issues were 
over-emphasized. This was possibly a valid point. While some of the 
other teachers also mentioned this as a possibility, many felt that their 
own classroom inquiry sessions could be adjusted to bring out many varied 
approaches to the issues. 
Nearly all of those teachers expressing a positive attitude toward 
the educational value of dealing with sociological issues in the class-
room, mentioned that they now felt more comfortable and confident con-
cerning their ability to relate these issues to their students. They 
saw the institute as an experience which broadened their insights into 
many of the issues of concern to students, and which enhanced their 
ability to emphasize and relate in a meaningful manner to the student's 
problems. 
I think it's going to make me look a little bit closer at my 
students. Take stereotyping for example. If we take this one 
kid, he's a trouble maker, we type him as a trouble maker 
rather than see what's bugging him. And maybe finding out 
that it's not me that bothering him, it's something else that's 
bugging him, To me this is a way this will help me; 
.... More than anything, I think that it's the sensitivity that 
we've learned .... to the extent that I'm trying to be more 
aware of the way other people feel and respond and not trample 
upon these responses .... ! had trouble hearing what people were 
really saying in spite of their words. Perhaps me not sensing 
this feeling I've hurt them and made them be quite. This com-
pletely stifled their inquiry into something because their own 
personal feelings were hurt; And I hope that maybe I can keep 
from doing this as much. 
What I've learned would be in dealing with the students 
themselves; attitudes toward them. 
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Question .five asked the teachers what they thought could be done to 
improve the institute. A majority of the teachers felt that the experi-
mental high school class could have been organized more effectively. 
They were not expressing a negative attitude toward this class; because· 
most of them (about 75 percent) seemed to feel that it was one of the 
best aspects of the institute. 
I definitely think it was a good idea (the experimental high 
school class). The institute wouldn't have been the same 
without it. I really enjoyed it. 
For me the class is what happened. Hi.at's where it was. 
I think it was a good thing, I really do .. Since this is_my 
first institute, it gave me a chance to work through some of 
my inadequacies practically, not just theoretically. It was 
a good thing. 
Still, a large percentage (about 60 per cent) expressed their ideas 
concerning better ways to organize this classi 
Personally, I would like to have had a littl~ more time with 
the high school class; more than a week, and I'm not sure how 
this could have been done . 
.... I felt we should've had more student contact. Perhaps 
more experimental high school classes, or at least more con-
tact with the one we had. I felt this was one of the best 
things about the institute, the experimental class. I 
thought it was great. I really enjoyed it. 
A more realistic (high school) class setting •.•. Like they've 
given us so much freedom that it's not a realistic sftuation. 
I think this is the greatest fault.· And also to have less 
teachers at a time teaching •..• 
This type of class was not realistic •... The one thing that I 
criticize in the handling of the students is some sort of con-
troT .... Most of the things we were able to do with this small 
group couldn't be done with a normal size class, thirty to 
forty ... . 
Perhaps .... to have say three experimental high school classes 
instead of one. We'd all have a chance to teach more. Also 
make them larger. The high school class .was definitely a good 
thing. It gave us opportunities to confront students in a 
classroom while the attitudinal changes were occurring in -
us, and to see if these changes were practical in the class-
room . 
. . .. since my group was so large, if we could have had maybe 
two members each day work something with the high school class~ 
and then rotate and let two more conduct the class, I expect 
that maybe we would have all had a better opportunity -to be-
come involved with the high school class. 
Based primarily on a conversation I had yesterday afternoon 
in which we were discussing what role the students had played 
in the institute, and finding out that several of my col::. 
leagues do not view students as an integral part of the insti-
tute, but as peripheral activity, I would say that more tea-
chers ought to be involved with more students a greater per-
centage of the time .. You could have two or three classes 
(high school), and have maybe a fluctuation •... ideally, you 
should have each teacher involved with the class the entire 
coutse of the institute. 
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Most of the teachers (about 93 per cent) were very affirmative con-
cerning their experiences in the institute, and felt that any improve-
ments could only be attained through miner alterations in the formaL 
When asked what they felt could have been omitted from the institute; 
nearly all of the teachers (about 87 per cent) said that nothing could 
be left out if the same positive effects were to be obtained. The fol--
lowing extractions from the interviews depict some of their reasons for 
advocating no change: 
Really, I can 1 t see anything that was a waste. Again, because 
of the nature of the institute~ even the social gatherings 
that we 1 ve had .... I 1 ve think they 1 ve been as much a part of 
our learning and gaining insights into ourselves and the soc,i-
ological problems that we are interested in ..•. I can 1 t see-any-
thing that I would call frivolous or that could have been left 
OU t. , , , 
..•. I really can 1 t think of any of it that I would rule out. 
I don 1 t think anything could 1ve been omitted. I just can see 
a fiw additions. I think we 1 ve been real fortunate to have 
had this staff at this institute. You all have really been 
great. 
Actually, I don't-know of anything that I thought was a waste 
of time. Now that's the honest truth, I can't think of any-
thing that wasn't valuable in some way. · · 
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Question seven was concerned with finding out what the teachers 
considered their most important personal gain from the institute to be. 
The single most important thing which a large percentage (about 65 per 
cent) of the teachers felt they had gained from their participation in 
the .institute was a heightened 11 sensitivity 11 toward the viewpoints and 
values of other individuals. Many said that this institute was the most 
11 human 11 experience of their careers, and even thefr lives. Some of the 
teachers had participated in other·sunmer institutes during their teach-
ing careers. They pointed out that these institutes were conducted in 
the traditional manner, They were information-or 11fact 11 oriented, 
requiring the participants to digest a large. quantity of factual material. 
and 11 regurgitate 11 it on tests. They were also co!'lducted on the basis of 
maintaining the barriers between participants and staff. Most of the· 
teachers ·were impressed with the relaxed atmosphere of this institute; 
and by the fact that every.effort·was made by the staff to remove the 
teacher-student role barriers •. These attitudes toward the institute are· 
presented in the followfng extractions from the interviews: 
I've had some bad·experiences with college teachers and uni~ 
versity teachers •.•• now I feel there are some human·Ph.D~ 1s. 
In other words; there are some humans wi 11 ing to come off the · 
pedestal, as the kids say, and sit down and talk with you, 
rather than stand up and preach to you. 
I think the most important thing would be a feeling that 
others ideas and actions can be a~ceptable to me • 
.••. I learned to respect the rights of other people, the ideas 
of other people; the rights of the students .••. 
I fee 1 1 i ke I I ve been cha 11 enged to the roots, as to everything 
I believe in or want as a human being. My whole value system 
has undergone inspection •.•. ! felt like .for the last.three 
years, s i nee I got out of college, I hadn I t had any experiences · 
like this. I just feel much more human .... it seems bewilder-
ing to have undergone such a soul-searching experience as this 
institute was, and to find that some people were not changed 
at all. I'm much happier as a person than I was when I came 
over here. And I have a much healthier respect for things 
around me. There's just nothing like coming in contact with 
really beautiful people, and being able to relate with them 
day after day. You can't help but grow. 
I really think this has been quite a human experience for 
everyone. If it was more structured the human aspect might 
have been lost .... I think a deep appreciation for people .•.. 
A little more acceptance of people on the basis of their indi-
viduality. And to find that there's hope for us all, and 
there's worth in us all . 
.. .. it was very informal, which I really did like; not demand-
ing that you do this or do that. This is what we've done to a 
lot of our students, and we've forgotten about this. I think 
it's really opened some eyes. I know it has mine. The exper-
ience I've gained from the institute, I wouldn't trade it for 
anything ..•. The most important thing •... is the closeness that 
we as teachers got as human beings .•.. Still, you don't know 
everything about a person, but that was one of the most impor-
tant .... it really touched me .. Plus, our professors were really 
opposite of what I was thinking they were going to be. 
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Many of the teachers (about 50 per cent) said that their experiences 
with inquiry teaching and experiential learning during the institute was 
by.far the most impressive of their careers • 
... ~perhaps the most important thing is that by being in this 
institute I have learned what is meant by inquiry, not vicar-
iously as told by some authoritarian educator who thinks he 
has all the answers, but first hand by engaging in the inquiry 
process; by trying things; but putting out our viewpoints. 
I can now try the inquiry method, whereas, I didn't have the 
confidence last year. I feel like I gained the confidence, 
that now I know enough about it that I can practice it in the· 
classroom . 
.... A lot of the hang-ups that traditional teachers have, 
before coming to this institute, I had. And it really im-
pinged on my thinking a great deal. I really got up tight 
sometimes when we hit on some of these issues that threatened. 
me. I would speak out and find out that I was wrong, and 
really, this was good for me, because it sort of changed my 
opinion. This changes my perspective on a lot of things in 
education, and I don't know if I can go back now and teach 
at all like I used to. I think the kids will have a lot more 
to say about what is taught and what is learned in my class 
from now on. 
.... what I've gained is reinforcement on the inquiry 
approach •... 
Just learning about this inductive method; all the things that· 
are involved in it. It involves many thingsr,.,not just sim-
ply asking questions. The. entire approach to teaching is dif..: 
ferent than what most of-us have been using. It seems to 
overshadow all the rest. 
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There did not seem to be a consistent trend in the responses to the 
last question, which asked the teachers if they felt there was .something 
else that they needed to say concerning the institute. Most of them 
said that the other questions had allowed them to express their feelings 
adequately; and if comments were added, they.seemed to reflect those 
things which the individual had spoken of earlier in the interview. 
Basically, the interviews depict a very positive feeling toward the 
accomplishments of the institute. The high scores on the Institute 
Evaluation Test (Table VI) are further evidence of these positive feel-
ings. Nearly all of the teachers valued the experience, and felt that 
many of their perspectives and attitudes concerning the purposes and 
goals of education had been altered. They expressed a strong desire to 
experiment with the problem-centered; inquiry approach in their own 
classrooms. Many also felt that their images of society and the world 
had been enhanced through their contact with the sociological form of 
imagination. Together, these gains should enable·th~m·to better under-
stand and empathize with the plight of the student, and to help-promote 
an atmosphere of experiential learning. 
Daily Log 
The main purpose of the daily log (Appendix C) was to record the 
institute input, and the.reactions to this input, in a sequential manner. 
This record, if digested in toto, portrays an image of the events that· 
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occurred during the six-week period, and their relation to-the main 
goals of the institute. A look at a few of-.the high points in this 
sequential pattern should contribute to the over-all evaluation concern-
ing the effective results of the experimental treatment .. 
The most impressive of these events was the discussions which re-
sulted. from the presentation of the 11 teaching philosophy'-' (Appendix G), 
which was discussed in Chapter II I. This philosophy generated many heat-
ed discussions -through the week, and resulted in -a shared :sense of c;om-
munity among those teachers and staff members present on these occasions. 
The many statements in the interviews concerning-sensitivity and human 
experiences relate.closer to this shared experience, and·the resultant. 
events, than to any other single event in the institute~ As stated in 
the daily log: 
.... The remaining groups met at the University ....• and ex per-, 
ienced what was .later to be recognized as the highest point. 
of the institute.- ... the participants found themselves·.· 
involved-in a discussion that extended. to the very core of 
their beliefs and values. Many were very threatened -by the 
experience, but a 11 felt ·that they grew closer .to, . a·nd gained · 
a greater understanding of, their fellow patticipants .. 
The first social.event of the insti-tute took place on the ev.ening 
of this same day, which allowed the participants and staff members -to. 
move mentally closer in·themore informal-atmosphere. The discussions 
concerning the issues· involved in this -teaching philosophy;- and many. 
others that were now beginning to -emerge, we.re continued at this party .. 
In ·many ways, the events which surrounded this· day's activities were the 
incipient stage of any attitudinal changes that occurred due to the in-
fluence of the institute.-
Another important derivation from this log·is the manner which it 
depicts the various degrees of success or failure experienced by the 
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teachers as they experimented with inquiry teaching during their week at 
the High School. This experience was mcire positive for some than for 
others. Four of the five groups seemed to have a minimum of conflict 
with the school students, but with one of the groups (Group III) there 
was a high degree of conflict~ as witnessed in the following statement 
extracted from the daily_log: 
..•. After the break the clergymen arrived and led a discussion 
on the role of the Church with regard to sex ...• The session 
actually progressed into a debate between the three represent-
atives of the Church ••.. The students proved very unruly for 
about the first thirty minutes of this presentation; a factor 
that tended to make the three guests quite uncomfortable; But 
they settled down after a while and became committed to the 
discussion. When asked why they did this they said that it 
was to punish the members of Group III for their authoritarian 
approach in the teaching of this subject. They felt that the 
teachers had not been receptive to their suggestions, and had 
forced them to limit their investigation of -the subject into· 
a narrow channel. When the teachers heard this they were 
shocked, because they felt that their approach was very .lib-
eral and open-minded, and that theyhad covered·the sut;,ject 
quite thoroughly .... During the afternoon session an attempt 
was made·to analyze what had occurred between the students 
and teachers of Group .III. Some of the basic sociological 
concepts were utilized to help.facilitate a sociological 
understanding of the situation. The authority structure of 
the group was examined. Most of the teachers realized that 
they had somehow managed to stifle the students attempts to 
direct their own search into the subject matter . 
.•.. it was discovered that Group 111 was quite disappointed 
with their effort at the High School this week. It remains 
to be seen whether or not SUGh an experience is beneficial 
or detrimental. Perhaps the mistakes that were -made during 
the week will serve as lessons for the members of this group, 
and perhaps this is a better teacher than success. Actually, 
any generalizations concerning the effect of this total ex· 
perience on the group are spurious, because the experience 
was different for each member, and any meaning that stems from 
it is limited to how the individual views and evaluates it;. 
each person must assess and give meaning to the experiences 
within his own frame of reference, and what embitters and turns 
one person against the inquiry approach to teaching might serve 
as a source of positive fflOtivation for another. One thing is 
certain, inquiry teaching, if done right, is not ·a situation 
in which the authoritarian personality will be at ease. The 
atmosphere is one of discovery and often confusion, and this 
will probably prove to be much too unstructured for the indi~ 
vidual who seeks to control and manipulate those around him. 
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Returning to the Institute Evaluation Test section of this chapter, 
and looking at the mean scores for,each of these fi~e groups (Table VI), 
it would appear that Group III might have been influenced by this some-
what negative experience. Although the variation in scores between these 
groups was not significant, Group III did rate the institute lower than 
any other group. 
The final high point depicted by the daily log was the events which 
surrounded the last few days of the institute. At this point everyone 
seemed quite ready to return to their homes and relax for the remainder 
of the summer. But the strong emotional ties that had developed during 
the summer made it more difficult to break off the relations at this 
point. The teachers planned a surprise party for the staff which was·a 
very touching event for everyone in the institute, but especially for 
the staff members. The following extraction from the daily·log portrays 
these final few days of the institute: 
.... Some attempt was made to orally evaluate the institute, 
but after the individual interviews and the written measure-
ment today, most of the teachers were 11 burnt out 11 on evalua-. 
tion. Interest quickly changed to the prospects of tonight's 
party. Everyone was anxious about the event, and the teachers· 
seemed to enjoy the fact that they had created an uncertain 
situation for the staff members. At any rate, everyone was. 
looking forward to the party and the informal session .... 
.... The party .... was one that everyone will remember for a 
long time. Some of the participants had worked up a beautiful 
presentation that seemed to emotionally touch everybody, but 
that was most comforting and rewarding to the staff members. 
They included everyone in the program, but it was geared to 
let the staff know just how much the institute had meant to 
them. After the dinner and special program everyone met at 
(a staff member's) house for some parting exchanges .... The 
conclusion of the institute was an occasion for tears and sor-
row, as many of the staff and participants had grown very 
close to one another ... ; 
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The interviews and the daily log illustrated many of the positive 
attitudes held by nearly all of the participants concerning their exper-
iences during the institute; The follow-up sessions during the school 
year evidenced their continued enthusiasm. In talking privately with 
many of them it was discovered that a majority had greatly modified their 
approach to teaching, integrating the inquiry method whenever possible. 
One of the teachers .from the institute was chosen to GOordinate the 
limited supply of inquiry materials in the Tulsa School System, i.e., 
the Prentice-Hall Series, Inquiry into Crucial American Problems, and 
the Sociological Resources for the Social Studies (see Institute Materi-
als section of Bibliography for an extended listing of these materials). 
This allowed the materials to be moved around from school to school to 
afford every participant the opportunity to utilize them. Most of the 
teachers did so, and affirmed the positive utility of both the materials 
and problem-centered, inquiry approach to teaching. Many said that their 
students were very excited over the chance to explore some of the issues 
they considered relevant to their lives. 
Summary 
Four main .effects have been identiHed from the institute. First; 
the teachers have come to perceive the student in less formal terms, and 
more as an individual. Second, they have changed their perspectives 
concerning the evaluation and control of student behavior, moving.in the 
direction of decreased standardization and conformity, and increased 
freedom of expression and diversity .. Third, they have come to value the· 
problem-centered, inquiry approach to teaching.as a medium which increa-
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ses th~ awareness of both teachers and students, and which offers new 
hope for solving today's challenging problems and comprehending tomor~ 
row's unknown world. And fourth, theyhave shared a highly sensitive 
experience which brought them much closer together into what some felt 
was the most 11 human 11 experience of their teaching careers, and even their 
entire lives. 
CHAPTER V 
CONCLUSIONS AND IMPLICATIONS 
Conclusions from the Study 
The changes that occurred in the educational attitudes of the tea-
chers were mainly due to a realization on their part of those issues con-
tafned in the first two chapters of this paper. The single most impor-
tant change evidenced by these results is isomorphic with the main values 
emphasized throughout the rationale and related literature sections of 
this paper. The participant's images of the student evolved from a 
somewhat formal, control-oriented position, to one in which the student 
is viewed as a unique "being in the process of becoming;" one that sees 
him as capable of defining his own sphere of meaning and selecting his 
own course of action. The existential model advocated by Allport (1962) 
and others in Chapter II was incorporated into their personal image of 
the student. They also readily adopted the problem-centered, inquiry 
approach to teaching as the method, which best facilitates the learning 
process when viewed from an existential position---experiential learning. 
In fact, the results from this data analysis indicate that with regard 
to most of those issues presented in Chapters I and II, these teachers 
held attitudes which affirmed the position taken by the institute itself. 
Of the statistically significant changes ascertained from the School 
,n~ 
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Opinion Survey measurements~ the most significant changes were recorded 
on the Scientific Objectivity and Strict Control factors, both of which 
reflect educational objectives and techniques. No significant changes 
were discovered with regard to the philosophy factors. 
The results presented in Chapter IV indicate that certain changes 
in the educational attitudes of these teachers did indeed occur due to 
the influence of the summer institute. These changes were basically in 
the areas of educational objectives and techniques as measured by the 
School Opinion Survey (Appendix E), and most significant on the factors 
which dealt with scientific objectivity and strict control of students. 
Before discussing these factors and their relation to the fundamental 
purpose of the institute, an explanation concerning the hierarchical 
levels of the "educational environment" should shed some light on why 
significant changes occurred on only the technique factors. 
Tuel and Shaw (1966) contend that the "educational environment 11 is 
a construct based on a continuum or hierarchy from the abstract to the 
concrete. Educational philosophy and values occupy the most abstract 
position in this hierarchy, while objectives and techniques are consid-
ered to be more concrete. Much of what was discussed and emphasized 
during the institute pertained to the abstract area of this hierarchy, 
but the concrete areas were not neglected. What is more important, the 
concrete factors could be observed and practiced, since they are embodied 
within the methods and techniques of teaching and evaluating students, 
while the abstract factors are incorporated within one's philosophy of 
education. Abstractions deal with the reasoning and thinking capacities 
of the individual, and are often intertwined with a good deal of disson-
ance. Changing one's philosophy of anything is not apt to occur rapidly, 
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especially if the person is in the adult stage of development. 
Perhaps it is necessary to alter concrete phenomena---objectives 
and techniques---before any significant changes in philosophy and values 
can be attained. At any rate, the measurable significant changes that 
occurred within this group of teachers were all representative of the 
concrete dimension of the educational environment. Looking at the 
11 philosophy of teaching 11 (Appendix G) that was discussed in the experi-
mental treatment section of Chapter III, while it does contain objectives 
and techniques, it is mostly an indication of the educational values 
considered important by the staff member. The issues that pertain to 
these values were discussed many times during the institute. These 
discussions allowed each person to weigh the pros and cons of the issues 
with regard to his own frame of reference. Some found it enlightening; 
others found it threatening. It would appear that simply discussing 
something as abstract as values does not necessarily promote significant 
changes in an individual 1s philosophy. This is understandable. After 
all, the philosophy that one holds toward life and its many facets is 
not something that appears in a flash. It is the culmination of one's 
life history, and is deeply embedded within the total personality of the 
individual. Changes that occur in this dimension take time, for one 
must psychologically work through the various meanings as they relate to 
the mental balance of his present situation. 
Tuel and Shaw have labelled the three educational philosophy areas 
Humanist, Realist, and Experimentalist. The teachers in this study exhi-
bited a much higher preference for the Humanist and Experimentalist phi-
losophical positions---average on pre-post means of 29.5 and 27.0 respec-
tively---and a very low preference for the Realist position---average on 
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the pre-post means of 12.0. This implies a high regard for the human-
istic point of view, and a moderately high regard for the experimental 
point of view. Perhaps the majority of the teachers had already accepted 
this philosophical orientation before they attended the institute, and 
what was encountered during the summer simply reaffirmed what they 
already believed to be true. 
However, this does not explain the significant changes on the four 
technique factors. One exp_lanation for these changes is that the tech-
nique·factors are embodied within the concrete dimension of.the educa-
tional environment. They are directly related to behavior and can be 
observed and practiced. The teachers were subjected daily to the .teach- · 
ing techniques of the staff members. They observed them in action and 
witnessed the pragmatic value of their teaching methods. They also ob-
served the direct relationship between these 11methods 11 and the humanistic 
educational philosophy. As referred to in Chapter I, 11 the medium is the 
message, 11 and no teacher can separate the methods and techniques he 
utilizes in the classroom from his basic philosophy of education. 
The·teachers were also given the opportunity to practice these 
techniques with the experimental high school class. As evidenced by 
their interview statements and by the daily log, in most cases they re-
ceived positive feedback from these students, a factor which probably 
played an important role in bringing about the significant changes. 
Possibly the changes that occurred on the technique factors prefaced 
some later changes in educational philosophy. Or perhaps they were sim-
ply a reflection of seeing the pragmatic utility of the methods as per-
formed by the staff members, coupled with the positive feedback from the 
high school students on their own performances. The important thing is 
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that they did occur, and that they were the product of an institute 
designed to bring about just these changes. This is indeed a significant 
result where this study is concerned, because the composition of these 
two factors, along with those of the humanist factor, comprise the basic 
tenets that were dealt with in the institute. 
As stated in the composition of factors section of Chapter III; the 
Scientific Objectivity factor is made up of items which emphasize the 
present trend toward standardization and comformi ty of behavior. It 
places a premium on 11 objectivity 11 at the expense of the individuality. 
of the student. The issues which surround this factor were discussed 
many times during the institute, with emphasis being placed on humanistic 
values. From the existential point of view the individual is not seen 
as something that can be measured objectively and categorized for the 
sake of future judgmen~s and manipulations of behavior. Actions of this 
sort are viewed as profane proceedings against areas considered sacred 
to the individual. As stated in Chapter II, the individual is seen as 
a unique 11 being in the process of becoming, 11 free to choose his course 
of action, and responsible for the decisions he makes. He has the right 
to choose what is meaningful to his .education and what is not. Judgments 
made concerning what he should or should not learn, whether they be based 
on scientific 11 objectivity 11 or some other criterion outside the subjec-
tive reality of the individual, are seen as profane acts against the 
existential will of the person. 
A combination of the Scientific Objectivity and Strict Control 
factors produces a collection of items whose affirmation was diametri-
cally opposed during the- institute. The issue of control was confronted 
again and again, with emphasis placed on the importance of making the 
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individual aware of his freedom of choice and responsibility for his 
actions. Standardization of behavior and control of the individual are 
in conflict with the education of the existential will. Apparently the 
influence of the institute was the primary factor in bringing about this 
realization to the participants, which accounts for the highly signifi-
cant change in their attitudes concerning these two factors. 
The mean score of 34 of a possible 40 points on the Institute Eval-
uation Test indicates a very high rating of the institute by these tea-
chers. Since the teacher 1s credit for their participation in the insti-
tute was already established at the time this test was given (on the 
last day of the six-week period), and they were confident that any judg-
ments made on their part concerning the institute would not affect this 
credit, it seems logical to assume that their responses were true reflec-
tions of their feelings. The events of the summer and the changes that 
occurred in their attitudes were apparently highly valued. Looking at 
the interviews one finds over and over again statements by the teachers 
concerning the importance of this institute to their teaching careers. 
But these feelings were expressed in an atmosphere of acceptance and 
praise. It is difficult to say if the gains they made in this atmosphere 
will survive the onslaught of the bureaucratic quagmire that is the pub-
lic schools. The important thing to realize from these conclusions is 
that the institute did indeed influence the teachers to change their 
attitudes. 
Implications 
The results of this study support the rationale concerning the util-
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ity of an institute of this sort for the purpose of bringing an aware-
ness to teachers of the predicament of education in American and the 
world. While these participants were basically aware of, and in sympathy 
with, some of the issues discussed in Chapter I, the institute served to 
make them aware of many more of these issues, and served as an agent of 
incipient change for the 11 New Criticism 11 movement. 
The issues discussed in the rationale section of Chapter I were 
dealt with many times during the six-week period of the institute. Bas-
ically, this consisted of simply taking the time and energy necessary to 
examine the purposes and consequences of education. As stated by Silber-
man (1970), much of the tragedy that occurs in our public schools today 
is due to the fact that teachers and administrators often fail toques-
tion the purposes and consequences of their actions. Many never bother 
to ask why they do what they are doing. It simply never occurs to them 
to question their behavior and the results of this behavior for the goals 
of education. 
Issues such as education vs. training, methods vs. content, success 
vs. failure, individuality vs. conformity and docility, subjectivity vs. 
objectivity, humanistically and individually oriented education vs. edu-
cation for standardization and social control, received a great deal of 
attention through the entire course of the institute. One of the main 
purposes of the institute was to make the participants aware of these 
issues, and to initiate question-asking on their part concerning the 
purposes of education and the consequences of their behavior in the 
classroom with regard to these purposes. 
This existential model of the individual is the foundation for the. 
utilization of the inquiry method of teaching and sociological form of 
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imagination. Education of the existential will can only be attained by 
recognizing the freedom of the individual to choose his own meaningful 
course of action~--experiential learning. This can best be accomplished 
through the problem-centered, inquiry approach to teaching. Sociological 
concepts and methods can serve to aid the individual in recognizing this 
inevitable freedom of choice and the accompanying responsibility for 
one 1 s action. 
In essence, the teachers viewed most of the values contained in the 
experimental treatment as an acceptable and desirable alternative to 
those which now guide and direct the educational process. In this re-
spect, there is no denying the positive influence of the institute. But 
it is also important to the over-all purpose of this paper to ascertain 
how these newly acquired attitudes will effect their future careers as 
teachers. In order for any of these new attitudes and behaviors to 
flourish in the public schools, the movement must disseminate into all 
areas of the educational environment, and especially to those whose 
decisions will most profoundly influence the future direction of educa-
tion. In this respect, both parents and administrat~rs will have a great 
deal to say with regard to the selection of priorities. After all, it 
is the present priorities that are the basis for the criticisms mentioned 
in Chapter I: training the individual to function smoothly as a cog in 
the machinery of society, valuing content over method in the classroom, 
attempting to make the person a success in life by failing him, and 
treating young people as things to be molded in some predetermined fash-
ion. Unless changes can be made in these priorities it is of little 
consequence to make teachers aware of the profaning of the individual 
and injustice that occurs in the public schools. It would seem that the 
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issue is one of power, and in most cases teachers are as powerless as 
are students. 
The revolution now occurring in education is a part of the total 
institutional upheaval confronting America today. The institutional 
sacred cows, such as the rigid school curriculum, free enterprise with 
its profit system, nationalism, war, are being challenged by many of the 
youth and by intellectuals of the colleges and universities. The pre-
sent power structure answers these challenges with slogans of 11 law and 
order," and 11 my country, right or wrong. 11 If, as Postman and Weingardner 
(1969) have declared, the educational issues depicted in the first two 
chapters of this paper are matters concerning the survival of mankind, 
then it would seem that our chances for survival are slim indeed, unless 
an adjustment in our priorities occurs very soon. 
This revolution's most basic concern is the restoration of the indi-
vidual to the center of all human endeavors. In closing, the words of 
Mumford (1964) express the urgency of this concern: 
So if I feel free to speak disparagingly of the still current 
ideological background for the automation of knowledge, it is 
with the assurance that the more alert scientific minds of our 
generation have themselves led the way. Today our fundamental 
irreducible unit is not the atom but the human personality, in 
all its biological complexity and cultural multiformity. And 
it is now plain that only by restoring the human personality 
to the center of our scheme of thought can mechanization and 
automation be brought back into the service of life. Until 
this happens in education, there is not a single advance in 
science, from the release of nuclear energy to the isolation 
of DNA in genetic inheritance that may not, because of our 
literally absent-minded automatism in applying it, bring on 
disastrous consequences to the human race. These consequences 
would have no parallel in previous history, since in both 
cases they would be irreversible and irretrievable. For that 
possible miscarriage, our educational institutions would have 
to take no small share of the blame {p. 364). 
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TEACHER INTfRVIEWS* 
( l ) 
** (I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) Basically, I was a sociology major in undergrad school, and it 1s 
been about nine or ten years since I 1 ve had any experience in 
sociology, so I wanted to get a reaffirmation of some of these con-
cepts so that I could integrate them into my geography classes. 
(I) Did you have any other expecta ti ans? 
(T) Getting hours for my·Master 1s d~gree. 
(I) What are your feelings concerning the inquiry approach to the teach-
ing of social studies? 
(T) I feel that inquiry is basically a state of mind, and I feel that 
it can be used very effectively within the school. It is not a 
cure-all for getting rid of all the problems that you have, but I 
believe that if it is used effectively along with other methods it 
can be very exciting. 
(I) What effect has this contact with the concepts and methods of socio-
logy had upon you as a teacher? 
(T) First, let me refer to an example, like stereocypes. This wasn 1 t 
even in my vocabulary when I came here. I 1 ve had this some years 
ago, but it sort of eroded away. I feel that it has given me a 
better understanding, and as far as conceptualization is concerned, 
helped me in dealing with some of the everyday problems that 
schools bring up. 
(I) What occurred during this institute that you did not expect to hap-
pen? 
(T) Basically, for a while, and we've talked about this for quite some 
time, almost everybody in the institute assumed that we had reached 
a point where we were being honest with ourselves and e1ch other. 
This is something you won 1 t find every day. For maybe the first 
week, or the first couple of weeks, we were kind of hold 1 n back, 
and then it reached a point there for about a week where everybody 
seemed to just open up and let go. 
* The number designated to each interview corresponds with the 
number designated to each teacher in Appendix A. 
** (I) refers to the interviewer; (T) refers to the teacher. 
, -,i:: 
(I) This is not really something that you expected to happen then? 
(T) Right. 
(I) I know that you have. attended more institutes than anyone here. 
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Have you found that this occurred in·the other instit~tes you were 
a part of? 
(T) No! . No! This is the type of thing that I was talking about. I 
think these little informal discussions that we've had .... you know, 
people gained at least a respect for the opinions of others. 
(I) To what do you attribute this, more than anything else? 
(T) I think the informal discussions that we have, more than anything 
else. But also, the fact that everybody is from Tulsa is impor-. 
tant. 
(I) What could be done to improve the institute if we had another one?· 
(T) Personally, I would like to have had a little more time with the 
high school class; more than a week, and I'm not sure.how this can· 
be done. Other than this; I don't see very much that could be done. 
(I) What could be omitted from the institute if we had another one? 
(T) (Long pause) I can't really think of anything. 
(I) What is the most important thing that you have gained from being a 
part of this institute? 
(T) I I ve had some bad experiences with co 11 ege teachers and university 
teachers, and in this institute .... you.know, now I feel that there 
are some human Ph.D.'s. In other words~ there are some humans 
willing to come off the pedestal, as the kids say, and sit down and 
talk with you, rather than stand up and preach to you. 
(I) Is there anything you would like to add that you feel the questions 
haven't given you a chance.to speak to? Any further comments on 
the institute? 
(T). I sort of had my doubts about the informality at first; but now I 
feel that this has been the ~r~atest aspect of iti In other words, 
I wondered if people would just completely quit coming to class 
because the roll wasn't checked. After this, I'm pretty well con-
vinced that they were able to keep.us interested. I've ho.hble.d 
over here a few days in which I really didn't .f,eel like· it, but ~ 
feel like I'd miss something if I didn't attend. 
(24) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) Mostly, I guess, some different ideas .as far as methodology and 
teaching goes. 
(I) Is that all? 
(T) Insights into.these different ideas and stuff. I felt that I had 
adequate knowledge for content in myself, .but I was looking for a 
way to get this knowledge out, rather than pile more in th.an I could 
handle. 
(I) What are your feelings concerning the inquiry approach to the 
teaching of social .studies? · 
(T) I think it's ~n approach that we all have used in the past, just 
from the conversations that went on in the class •... the discus-
sions. I think everybody. has used it to some extent. · Maybe we 
didn't call it inquiry, or inductive, or anything like that, but 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
( I) 
(T) 
(I) 
(T) 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
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we've been using it for years and I think it reinforced my ideas, 
that this is the way to teach. 
What effect has this contact with the concepts and methods of 
sociology had upon you as a teacher? 
I think it's going to make me look a little bit closer at my stu-
dents, Take stereotyping, for example. If we take this one kid, 
he's a trouble maker, we type him as a trouble maker rather than see 
what's bugging him, And maybe finding out that it's not me that's 
bothering him, it's something else that's bugging him. To me this 
is a way that this will help me. 
Okay. Anything else concerning the concepts and methods of socio-
logy? 
Okay, now, as far as the content .... as far as the real concepts 
are concerned, I think a lot of concepts are put into words that we 
really don't feel like we have these concepts. Readin' the book and 
stuff like that. I can read the book, and wouldn't get out what 
I got out of just a few minutes' discussion. 
You might say that we've gone past the concepts in some cases. 
Right~ We sure have. 
What occurred during this institute that you did not expect to 
happen? 
I think the unstructured and the informal manner .... this was my 
first encounter with this at the college level. I mean they tried 
to be informal at other places, but this was strictly what we had 
,,,.like it was a person-to-person thing, it wasn't teacher-to-
pupil or anything like that, it was a personal thing. 
What are your feelings about this? 
I thought it was great! 
Do you think it worked out good? 
I just came off a whole year's institute at Wichita University, and 
I got more here in six weeks that I got in that whole year. 
What could be done to improve the institute if we had another one? 
That's a tough one, I'm very impressed with this one, it's hard 
to come up with something, you know, just right off the bat. But I 
think a little bit of, what do ya call it, you know that group 
therapy., .. 
Sensitivity? 
Right! I think a little heavier of sensitivity would've helped. 
'Cause I feel that a lot of times we're not really .... we get so 
far, and then they back off. I mean this is my feelings on it. 
Is there anything that you feel should have been done or covered 
in this institute that wasn't? 
No, not really. I honestly can't think of a thing. 
What do you think could be omitted from the institute if we had 
another one? 
Omitted? 
Is there anything that you felt was unnecessary? (Long pause) Not really. Like I say, if I was organizing this 
institute myself, I would organize it along these same lines. One 
thing I didn't mention before; I felt we should've had more stu-
dent contact. Perhaps more experimental high school classes, or at 
least more contact with the one we had. I felt this was one of the 
best things about the institute; the experimental class. I thought 
it was great. I really enjoyed it. After experimenting in the 
128 
class, and then coming back and talking in th.e room with the group; 
this really helped me. 
(I) You lived with most of those in your group, didn't you? 
(T) Yes. All of them, except for one. 
(I) Do you feel that to be an important factor? 
(T) Oh, it is, I definitely say that in the group inte.raction .... in our 
group this is why we felt good about it~ 1 cause we could depend on 
one another, and it was this close associatfon. 
(I) What is the most important thing that you have gained from being a 
part of this institute? 
(T) I think the most important thing would be a feeling that others' 
ideas and actions can be acceptable to me. In other words, I came 
really close in the group situation, .in the total group, .not just 
our small group, in that the things people say and the things people 
do, they don't bother me .... 'course I'm that. way.anyway, but more 
so. And the most important thing is .that I can depend on somebody 
else's opinion. Like if I get in trouble in the. classroom back in 
Tulsa, I know I got thirty-two other people. · 
(I) Are you saying .that you feel it was important that all the teachers 
were from the same school system? 
(T) Oh, definitely, very important. I think this is the only way. Now 
if we can go back and bring some of this into out buildings to the 
other teachers I think we can get somewhere. I know a lot of people 
think that the administration .is going to make us go back to the 
old thing, but I don't think they wi 11. And I think I' 11 be. more 
likely to try new things, regardless of what they are. And go with 
the students; if they're interested in something, go with them, and 
forget the subject matter. And I think that the most important 
thing about this whole institute is that we're not locked in. We 
can go anywhere we want to go. 
(I) Is there anything you would like to add that you feel the questions 
haven't given you a chance to speak to? Any further comments on 
the institute? 
(T) I think there should be more of them .... institutes of this type. 
And I think this is the type of in-service that should be carried 
on. 
( 15) 
(I) What did you expect to receive or gain from being a participant in 
this institute? (T) When I first signed up to come to this .institute I thought it would 
be the use of sociology in the classroom, and I teach world geog~ 
raphy and have just a few hours of sociology, and I thought it would 
· be materials I could use along this line to help me in the class-
room. 
(I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) I'm one hundred and one percent for it. I think education has to 
go this way to meet the needs of the students. It's go1ng·to· be 
hard, but I think it can be done. 
(I) What effect has this contact with the methods and concepts of 
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sociology had upon you as a teacher? 
(T) I think these methods that's been discussed in the classroom and 
in our group meetings tend to make me feel that I could use a 
large amount of these materials~ especially some of the issues· 
that are considered co.ntroversial, in my classroom. And I intend 
on using them! (I) Did you use them before? 
(T) To a certain degree, yes. But I feel one hundred percent better 
about them now, 
(I) What, if anything, occurred during this institute that you did not 
expect to happen? (T) Most classrooms I:had as an undergraduate you were just a st~dent 
in with all·the others. ·There's a common-bond between.the. indi-
viduals in this class. ·1 think this is sociology in action. Even 
with the students (experimental high school class) there's a common 
bond that tends to unite people together; · 
(I) Do you think the fact that you are all a part of the same school 
system mattered? 
(T) I don't think so .. I think that if you get a lot of people.to-
gether for a period of time you get the same results .. (I} Do you think the fact that you are all a part of the same school 
system will have a .future effect on what comes out of this 
institute? (T) I don'•t know how the others feel, but I .think it will, one hundred 
percent, I think that if anyone happens to get in trouble, cin a 
certain iss~e or something like _that, with the principal or admin-
istrator, they'll be about thirty other teachers that will be will-
ing to come to your aid. And I think that ..• _.I know my relatfon-
ship with the other teachers, that I'm a hundred percent for. 
carrying it on when we go back home. 
(I) What could b~ done to improve the institute if we-had another? (T) Well, let me think. Gosh, I' 11 need to debate on that one. · I 
would like to have more materials that I could take back to the. 
classroom to use. Materials that would show the. different points 
of view, I think mate.rials ·would be the only point that I could 
come up with. (I) What could be omitted from the institute if we had another one? 
Do you feel that anything was done that was,unnecessary? 
(T) Nothing. I think it was all pretty relev~nt to me •. 
(I) How about the high school class? (T) Oh, that's .•.. I'm one hundred·percent for that. I mean you can't 
have any kind of •. ,.you have to have kids,. man, if you're going to 
have anything. That's where it's at. I'd like to of had even a 
larger class. I think a larger class would've been~ lot different. 
(I) What is the most important thing that you have gained from being a 
part of this institute? (T) All right~· I le~rned to respect the rights of other people; the 
ideas of other. people; the rights of the students, too .••• one hund-
red percent for that. Gosh, boy, you can't hardly put that in 
words. 
(I) Okay. Is there anything else you would like to speak to th.at you 
feel the questions didn't allow you .to do? 
(T) I've enjoyed it tremendously. It I s what I ca 11 free expression of 
ideas. 
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( 6) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) Probably my first reaction was that .I might come up and do more 
reading into the various methods of inquiry and perhaps get a 
sociological framework, and to examine and critique a set of mat-
erials. 
(I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) I really think that there's probably very little other way to get 
to the issues of sbcial studies, because if you're preparing people 
to be a social being, their whole life is going to be one of 
inquiry if they're going to cope with. their environment. I just 
really don't think there's any other way to te.ach it; 
(I) What effect has this contact with the concepts and methods of 
sociology, and I would add the issues that we've gone into, had 
upon you as a teacher? 
(T) One thing, I definitely am not going to do some of the things I did 
last year. More than anything, I think that it's the sensitivity 
that we've learned in this institute this summer, to the extent 
that I'm trying to be more aware of the way other people feel and 
respond and not trample upon these responses. I know that probably 
this is what interfered most with my using inquiry last year. I 
had trouble hearing what people were really saying in spite .of their 
words. Perhaps be not sensing this feeling I've hurt them and made 
them be quiet. This completely stifled their inquiry into some-
thing because their own personal feelings were hurt. And I hope 
that maybe I can keep from doing this as much. 
(I) What occurred during this institute that you did not expect to hap-
pen? 
(T) I think that most of all I learned things about myself th.at I 
haven't really known before, One of these has to do with my feel-
ings on race. · Theoretically, I've always been unprejudiced. And 
I think to a large degree I've discovered what it is to act on my 
theoretically unprejudiced beliefs .. Probably the close~ that it's 
ever come is.that I have realized that I can relate ..•• ! think 
that it really hit it when I realized that I can relate to a black 
man as a woman, and not in the context of the fact that he's black. 
And in our society I think that's probably one of the hardest 
things to do, given our value system. 
(I) What could be done to improve the institute if we had another one? 
(T) I think for one thing you could have us not be grouping so early, 
It had its advantages, but it also had its disadvantages. For 
example, in my group we had just a total dichotomy of personali-
ties, Maybe it's good, because you're often going to have to work 
in situations where you're going to have to accommodate the differ-
ences in beliefs; .this is the whole essence of a liberal society. 
I think it might of helped if the institute had been longer. Like 
eight weeks, instead of six. That's about all, except I think that 
the fact that it I s ·had differBllt people with different points of 
view has made it so worthwhile, 
(I) What could be omitted from the institute if we had another one? 
(T) Don't think you could omit the practicum class. 
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(I) What are your feelings about that class? 
(T) It was really .... that's where I found .... 1 started feeling things 
I don't like to feel, and really not knowing what to do with it. 
I didn't know what to do with somebody like Eddie; turned him off 
totally. Although toward the end of the week .... I don't know, 
there's something that happened outside of class. I realize that 
he's saying something, but I don't know how to respond. I find 
myself being more authoritarian than I want to be. I want .... just jump down on somebody. And I think I've learned that the class has 
got to do it if it's going to be a lasting experience .... lasting 
where they make them aware of what they're doing to the whole 
class. But I think that definitely that class was a good thing. I 
think it would be nice if we had a larger class, so that we could 
get more of the variance. Say about twenty-five. These kids were 
not very representative of the type of kids you encounter in most 
classrooms. They were kids that the system hadn't treated too 
good, and many of them were alienated from the system. Maybe if we 
had gone to the 11 socsies, 11 or the "silent majorities," we could 
have dealt with that point of view better. 
(I) How do you feel about the fact that all of these teachers are from 
the same school system? 
(T) I think this is probably one of the best things that we've had 
going, as far as the usefulness of the institute. We've got a 
group that can work in one schoo 1 sys tern, and perhaps really have 
an impact because we're concentrated enough. The personal impact 
of the ·institute has been such that I don't know how many of us 
will be able to go back and, if we don't have a political impact, 
stand it. 
(I) What is the most important thing that you have gained from being a 
part of this institute? 
(T) I think the materials are great, I mean, obviously. The Prentice-
Hall stuff is some of the best stuff that's come along, as far as 
giving us some tools. But perhaps the most important thing is 
that by being in this institute I have learned what is meant by 
inquiry, not vicariously as told by some authoritarian educator who 
thinks he has all the answers, but first-hand by engaging in the 
inquiry process; by trying things; by putting out our viewpoints. 
Probably the most important thing is that I have learned the lim-
itations within inquiry .. And this is that it's not going to occur 
in depth, it's not going to give understanding in real depth, until 
the people that are engaging in inquiry will trust one another and 
their feelings. I think that it might be good if all teachers had 
to undergo a sensitivity institute. To me this is what, to a very 
large degree, this institute has been. Maybe that's the most 
important part, the sensitivity training we've undergone in there. 
(I) Is there anything else you would like to speak to that the ques-
tions didn't allow? 
(T) No, I think your questions were very good. 
(30) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
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(T) A new concept of inquiry method. How to teach differently, rather 
than the old lecture style. 
(I) Were you familiar with inquiry before you came here? 
(T) Yes, to some extent. I utilized what I knew about it in the class-
room. I just didn't feel like I knew it well enough. (I) Were you a sociology major in undergraduate school? 
(T) Yes, I was. And I didn't teach in my field, consequently I was 
1 imited on knowledge to use the inquiry. I felt 1 i ke I needed a 
better background in order to ask the right questions. 
(I) What are your feelings concerning the inquiry approach to the teach-
ing of social studies? 
(T) Oh, I think it's great, I really do. It will answer the questions 
the kids really are concerned about. I think it's a very, very 
difficult method of teaching, much more difficult than the standard 
lecture method. And, as Dr. Perkins says, it constantly makes you 
tense; you know, you're never comfortable when you walk into the 
classroom, because you never know exactly what you're going to say 
or what you I re going to do. This wi 11 make me feel very uncomfort-
able for a while. 
(I) What effect has the contact with the concepts, the methods, and 
also the issues we've discussed in class, had upon you as a teacher? 
(T) A very deep effect, particularly in the area of prejudice. I kinda 
had the idea that it really didn't exist; you know, that there was 
no such thing as prejudice, until we've talked about it in the 
classroom. Talking person-to-person with the Negroes in class has 
given me a completely different attitude on prejudice. I have a 
completely different attitude on descent now. It's just given me a 
very deep insight. I'm somewhat afraid of what will come about 
when I start talking about some of these controversial issues in my 
classroom. I'm afraid of the effects and of the controversies that 
will come about through studies like this, but it needs to be done. 
How I'm going to control it in the classroom, I don't know. It 
rather scares me, see what I mean? 
(I) Yes, I do. What occurred during this institute that you did not 
expect to happen? 
(T) The deep contact and friendships that have developed between the 
teachers. I thought it would be a cold classroom affair where I'd 
come to class and take notes and go to the library every night, 
and feed it back on the test. I didn't expect the interpersonal 
relationships that we have had. I think it's great. 
(I) What do you feel could be done to improve the institute if we had 
another one? 
(T) A more realistic class setting. Having thirty to thirty-five 
students, and having more control over the administrators in the 
high school than you normally would have. Like they've given us so 
much freedom that it's not a realistic situation. I think this is 
the greatest fault. And also to have less teachers at a time 
teaching, and give each teacher a chance to have an experience in 
the class. (I) What could be omitted from the institute if we had another one? 
(T) (Long pause) I can't think of anything. 
(I) What is the most important thing that you have gained for being a 
part of this institute? · 
(T) A 1 i ttl e confide nee. I can now try the inquiry method, whereas I 
133 
didn't have the confidence last year. I feel like I gained the 
confidence that now I know enough about it that I can practice it 
in the classroom. 
(I) Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
(T) No. 
(12) 
(I) What did·you expect to receive or gain from being a participant in 
th i s i ns ti tu te? 
(T) I expected to receive information on the teaching of the inquiry 
approach, and really getting the students involved in the learning 
process, in the classroom. And up to this point I feel that I have 
received it to a great extent, and I've received a lot of new 
insights and ideas, and a lot of other things; to me it's been real 
enjoyable. I hope I can go back and instill some or these things 
in my classroom. 
(I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? (T) I feel that the teaching of the inquiry approach in social studies 
is a real nice way. I feel it's a lot better way than the old 
traditional method. The reason for this is because it gives the 
student a chance to express his own views; a chance to find him-
self as an individual. They can really come to some kind of con-
clusion as to what they actually think, and not society as a whole. (I) What effect has this contact with the concepts and methods, and 
also the issues that we have discussed, had upon you as a teacher? 
(T) The issues that have been brought out in the institution, I feel 
are very good. But I find that in the school system where I work 
that some of these issues are 11 no-no 1s11 as far as a discussion in 
the classroom goes. I feel that until we can change the atti-
tudes of the people who control the curriculum and framework of the 
high schools, that we can't go into some of the issues that we have 
discussed here at the·institute. One good example is sex; some of 
the things that we went into with the group on sex can't be dealt 
with in the regular classroom because of the feedback that can make 
it hard on the teacher as far as bread and butter goes. I think 
that it really boils down to the bread and butter issue as far as 
the teacher is concerned. (I) How do you feel about the experimental high school class that we 
utilized in this institute? (T) This class was not realistic; it's not, as far as I'm concerned, 
the type of class that we'll face when we return to our classrooms 
in the fall. I feel that it's a good way to teach, and it seemed 
to keep the kids interested to a great extent. The one thing that 
I criticize in the handling of the students is some type of con-
trol. We had a big hangup of not knowing what to do because we 
had so many in the group. I think that it is a good way of teach-
ing, but I feel that there should be a little more control. Most 
of the things we were able to do with this small group couldn't be 
done with a normal size class; thirty to forty. I also feel that 
the students got to know the teachers as human bei ng.s. If nothing 
134 
else, I feel that the students found out that our behavior and our 
objectives and o~r motives, and everything as far as human behavior 
is concerned, is about the same as their's. And this is the way 
students should think. 
(I) What occurred in this institute that you did not expect to happen?' 
(T) I didn't expect .... I really expected to t,ave a lot more written 
work, I didn't want the written .... but I liked the way the insti-
tute was handled to this effect. I do feel that we should have had 
some type of pJan, written down, of each group's action; what hap-
pened, and say the evaluation of each group. This should've been 
written up so that each teacher could get a copy of it, and pos-
sibly we could have tried these things in the classroom. We would 
have had something to refer back to, something that was written 
down. I feel that if I had something to refer back to now, that I 
could do a better job of teaching these concepts and issues in my 
classroom in the fall. As far as the institute is concerned, I 
think it has been great. This is my first institute, and after this 
one I think I'm going to apply every summer. I'm going to become a 
professional institutor like my friend Elijah. We definitely need 
a follow-up on this institute to help disseminate these concepts 
and methods to the other teachers in the school system. 
(I) What do you think could be omitted if we had another institute? 
(T) I don't think anything could have been omitted. I feel that all 
work and no play makes anybody dull. And I feel that along with 
learning all that we have learned this summer, that we have had fun 
in learning these things, and it was real interesting to me. But a 
lot of teachers have a hangup here. They feel that learning is 
supposed to be painful. I don't agree. Learning should be fun. 
(I) What do you consider to be the most important thing that you have 
gained from being a participant in this institute? 
(T) The teaching, as far as the inquiry approach. I must admit that I 
was basically a traditional teacher, even though I had tried some 
of these things as activities in my classroom before coming to this 
institute, in the four years that I have taught. A log of the hang-
ups that traditional teachers have before coming to this institute, 
I had. And it really impinged on my thinking a great deal. I 
really got uptight sometimes when we hit on some of these issues 
that threatened me. I would speak out, and find out that I was 
wrong, and really, this was good for me, because it sort of changed 
my opinion on some of the things I really believed in and I really 
felt was right, This changed my perspective on a lot of things in 
education, and I don't know if I can get back now and teach at all 
like I used to. I think the kids will have a lot more to say about 
what is taught and what is learned in my class from now on. 
(I) Is there anything else you would like to speak to that you feel 
the questions didn't allow? 
(T) Not really, I think that I sort of mingled it all up into what I 
was saying. I would like to add that this has been one hell of an 
institute, as far as I'm concerned, 
(5) 
(I) What did you expect to receive or gain from being a participant in 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
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this institute? 
Realistically, probably not too much. I thought it would be a nice 
summer away from school, with some old stuffy teachers. We'd do a 
lot of book reading and, you know, testing and stuff like that. So 
I wasn't expecting a lot. I thought some good would come out of it, 
since I've never had any sociology, and I felt that this was per-
haps an area of weakness and to get just some cognitive level of 
knowledge would help me. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
I think I understand it now, which I'm not sure I did at all when I 
came over. About the only contact I'd had with it was using some 
of Fenton's materials, which were very structured inquiry. To be 
honest, I have very mixed emotions about it now. It's caused per-
sonal conflict in many areas, which I wasn't expecting. You know 
that inquiry is a .... in order to be able to teach inquiry you have 
to be a much more open person that I was before. I just got chal-
lenged that way; I didn't realize that I was as much of an author-
itarian person as I have been in the classroom. 
What effect has this contact with the concepts and methods of 
sociology, and also the issues we've discussed, had upon you as a 
teacher? 
I'm not so sure how much of it I can fit in with the concepts of 
sociology, because we've dealt so much with just the problems ap-
proach to it, although we have gotten some of these other things. 
To me we have almost every type of ideology represented here, and 
to me the input has been tremendous. And it's sort of like I was 
stagnant for a while; having this many good concepts come up from 
people I did respect has been a real stimulus to me to sort of dig 
deeper into a lot of these things. And I want to see some of the 
things happen in the classroom that I've seen happen here. 
What occurred in the institute that you didn't expect to happen? 
I'd say the people, The people are the really key factor which I 
didn't expect. Beginning with the instructors. They s~t a dif-
ferent tone, which I didn't expect. It was a very open, relaxed 
type of thing, where it seemed like they were more concerned about 
us as people than as. just teachers who would take what they had 
given them and go back and feed into the system. But they were 
really concerned about us experiencing things as human beings. 
Perhaps they want attitudinal changes rather than anything else, 
then if you come to grips with it perhaps you'll understand what 
inquiry really is and apply it to your own life; and then you go 
back, and you can't help but be a different person in the class-
room, not just because of the knowledge you learned about it, but 
how you became involved as a person with it. 
How do you feel about the fact that all the teachers are from the 
same school system? 
This didn't affect me, because I didn't know any of them. I did 
appreciate the fact that there was a good cross-cultural repre-
sentation, This was my really first, close contact with black 
teachers, You know, bowling with them, playing softball, going to 
parties with them. living with them in a dorm. These were things 
I had never experienced before. I do think it's good that we're 
all from one system, because when we go back we can see what kind 
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of impact we'll have. 
{I) What could be done to improve the institute if we had another one? 
{T) Perhaps; if it were possible, to have say three experimental high 
school classes instead·of one .. We'd all have a chance to teach 
more. Also make them larger. The high school class was definitely 
a good thing. It gave us opportunities _to confront students in a 
classroom while the attitudinal changes were occurring in us, and 
to see if these changes were practical in the classroom. 
{I) What could be omitted ·from·the·institute ·if we had another one? 
{T) Perhaps less methods of instruction, or teaching 11 techniques 11 as 
they are sometimes referred to, and more inquiry into personal at-
titudes and sociological problems. Some teachers wanted morl:! of 
this technique crap, but basically, I think it's a waste of time. 
{I) What do you consider to be the most important thing that you have 
gained from being a participant in this institute? 
{T) We've already got into some of it. It's more or less .... I feel 
1 i ke I I ve been cha 11 enged to the roots; as to everything I be 1 i eve 
in or want as a human being. My whole value system has undergone 
inspection, and it's come from various so~rces; from discussions in 
here, at the dinner table, at the bar, at somebody's house for a 
party, just putting me in an environment where for once I felt com-
pletely unpressured. I read at the pace I wanted to. I had plenty 
of time for social activity and didn't feel like the animal in the 
cage. And I was just hit with provocative _ideas. I felt like for 
the last three years, since I got out of college, I hadn't had any 
experiences·like this.· I just feel much more human. I'd say John 
Williams would hav~ to·be the highlight, if ~ou're picking out one 
incident. He got me going more in what he said in an hour and a 
half than anyone I'd ever come in contact with. 
{ I) Is there anything e·l se you would like to speak to that you feel 
the questions didn't allow? {T) I think it pretty well covers it all. One thing, it seems bewild-
ering to have undergone such a soul-searching experience as this 
institute was·, and to find that some people were not changed at .. 
all. I'm much happier as.a p-rson than I was when I came over here. 
And I have a much healthier r~spect for things around me. There's just nothing like coming in contact with reall1_beautiful people,. 
and being able to relate with them day after day. You can't help 
but grow. 
{2) 
{I) What did you expect to receive or gain from being a participant in 
this institute? . {T) It was rea1ly unclear of what I expected, really. We were told 
that we'd deal ~ith the sociologital approach to our teaching; 
maybe a different Sociblogical slant that we could take back, and 
possibly some new techniques of teaching. 
{I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? {T) I'm not reallysure what inquiry is at this ti.me. {I) What is it to you? {T) I would say that from what I've seen so far, what we've talked 
( I) 
(T) 
(I) 
(T) 
(I) 
(T) 
( I) 
(T) 
( I) 
(T) 
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about and what we've experienced at the high school, that we put 
teacher in a lesser role as the leader of the class, and that it's 
more open-ended for the students. I think this has a lot of merit. 
I really don't know how I'll use it next year yet, but I think that 
it has definitely had enough influence on me that I'll try some-
thing along the lines of what I just mentioned that I thought 
inquiry was. 
What effect has the contact with the concepts and methods of socio-. 
logy, and also the issues welve discussed in class, had upon you as 
a teacher? 
I'm not sure what you mean by "effect." 
Has any change occurred, either positive or negative, in your val-
ues or your philosophy of teaching? 
I think that definitely I'll be more open minded. What.I've learn-
ed would be in dealing with the students themselves, attitudes 
toward them. I'm not talking about dealing with the teaching or 
the subject matter or anything, but as far as my own feelings to-
ward the students, I think I've gained some insights there. I hope 
I can be more objective. 
What occurred during this institute that you didn't expect to hap-
pen? 
Gee, I don't know .. I didn't really know to what extent we found 
out that we'd be dealing with kids. I didn't expect it to be the 
kind of laboratory thing, if you want to call it that, that we've 
had, I'd say that what I didn't expect to find would be the con-
tact with the students to the extent that· I've changed my atti-
tude toward them. And I really enjoyed the morning sessions that 
we've had here, and the afternoon sessions, too. I thfnk we've 
really gained some insights into each other .. If nothing else, I 
think I know more about thirty"".two other people that I didn't know. 
Another thing I'd say that I didnJt expect to gain is that the 
level of instruction; as far as I was concerned, has been very good. 
To me it seemed more like a person-to-person approach, rather than 
a teacher-to-student approach. If you've never had that experience 
before, you don't expect that. 
How do you feel about utilizing an experimental high school class 
as we did in this institute? · 
I definitely think it was a good idea. The institute wouldn't 
have been the same without it. I really enjoyed it. 
What do you think could be done to improve the institute if we had 
another one? 
These are 11 tuffies 11 on the spot. I really have never been to any 
others to make comparisons, and so I couldn't make any comparisons 
that way. (long pause) Well, I would say that we had plenty of 
time to talk when we had our week at the high school. If the 
thing was held just about the same .... (long pause) Guess this is my 
structure hanging out, but I can't really think of anything else 
unless it would be more on sociological concepts .... ! don't know 
really what I'm saying. But maybe something more along that line--
what is the structure of sociology .... this was done to some extent, 
but I'm not really sure I have things organized in my mind .... if I 
should have, even. I think the sessions here have b~en worth a 
lot, and really I think this is where we learn a lot, is when we 
talk. I don't know how it could be improved, frankly. 
( I) 
(T) 
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Is there anything you feel could be omitted from the institute if 
we had another one? 
I don't know about the afternoon sessions .•.. they 1 ve been pretty 
good. I think if you weren't at the high school that week, you were 
kind of left out .... you didn't know exactly what was going on or 
what was being talked about. But if you were at the high school 
you missed the morning sessions, which were always great. So I 
really don't know. The way things proceeded I don't see how this 
could've been helped. That situation is probably just one of the 
things that there's no way to overcome. So I'd say no ..•. I don't 
see how you could a .... how it could be changed or that there was 
anything that was a waste of time. 
What is the most important thing that you have gained from being a 
part of this institute? 
I think I've already answered it, but I'd say.I've gained some 
insight on .•.. I think I'm getting things organized as to how I'm 
going to try to implement some of these things in the classroom. 
Plus the fact that we .... I think we all know each other better--
I'm talking about the thirty-three of us. Plus the fact that we've 
got each other we can ca 11 upon for reinforcement. 
Would you say the fact that all the teachers are from the same 
school system is·beneficial or not? 
I think in this case it's a good thing, because we all have fairly 
common problems. I feel like I know thirty people I can call on 
for help and support when I'm having problems •. As a matter of 
fact, I wish there was another person in the institute from my own 
school, so we could talk things over. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
There was something a few minutes ago, but 1 can't remember what it 
was now .... so I'd ..•. I'd ..•• no. 
(3) 
What did you expect to receive or gain from being a participant in 
this institute? (Long pause) We weren't .... or I wasn't given any specifics as far 
as the goals of the institute were concerned. The way I under-
stood it was that we were going to get some background on how we 
might use social studies as an integrated discipline; the various 
areas within social studies, with emphasis on history and sociology. 
And that we were to be exposed to .•.. well, not a new way of teach-
ing, but an abandonment of the old, traditional way. That's about 
it. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
I think it's great. I think it's necessary if we.'re going to meet 
the needs of the students in preparing them to live in the society 
that they're going to inherit. Because the emphasis on the memori-
zation of facts is not really challenging all the faculties of the 
student. To me it gives you an opportunity to operate on a broader 
basis, as far as the student and his skills and abilities are con-
cerned. And you're really after a thiriking product, and this. 
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affords the opportunity to develop that type of person. I 1m really 
for iL 
(I) What effect has this contact with the concepts and methods of so-
ciology, and the issues we have discussed in class, had upon you as 
a teacher? 
(T) I think the concepts have been a little more real and meaningful 
than if we 1 d been introduced to them in the traditional classroom 
approach, As it is, I think a great deal of the concepts we've 
sort of activated as people responded to a given situation, and to 
others• ideas about different things. Therefore, it had a little 
more meaning for all of us. I 1m not certain I'm making myself 
clear. I'd also add that to me John Williams was probably the high 
point of the institute. His appearance just for one day had an 
impact on probably everybody there; I know it did on me. The 
entire institute was conducted on a human level, not a knowledge 
level. The problems we dealt with were real, and the concepts were 
introduced as a way of analyzing the problems. It couldn 1 t have 
been better. 
(I) What could be done to improve the institute if we had another one? 
(T) I really don 1 t know. I really think this has been quite a human 
experience for everyone. If it was more structured, the human 
aspect might have been lost. 
(I) Is there anything that you feel could have been omitted, or if we 
had another institute, could be left out to improve it? 
(T) (Long pause) Really, I can 1 t see anything that was a waste. 
Again, because of the nature of the institute, even the social 
gatherings that we 1 ve had~ ... ! think they've been as much a part of 
our learning and gaining insights into ourselves and the sociolog-
ical problems that we are interested in .... I think they've had 
about as much meaning as any of the meetings we had in the class-
room, So I can 1 t see anything that I would call frivolous or that 
could have been left out, because of the nature of the institute. 
(I) What occurred in the institute that you did not expect to:happen? 
(T) The whole thing,.,,the whole institute. I never expected the 
informality, the downright friendliness, human qualities of the 
people in charge, and that 1s every one of them. This institute 
has been quite an experience and revelation for everybody concerned. 
The general lack of structure of the institute has also been sur-
prising, Not only because the structure wasn't there, but because 
we accomplished so much in that setting .. People have made gains on 
an academic level. I think it was real rewarding for most people .. 
,,they were pleasantly rewarded. 
(I) What is the most important thing that you have gained from being a 
part of this institute? (T) I think a deep appreciation for people .... individuals. A little 
more acceptance of people on the basis of their individuality. And 
to find that there is hope for us all, and there 1s worth in us all. 
I spoke earlier of this institute being a human experience, and I 
don 1 t know really how to clarify that .... to break it down into some 
kind of symbolic form. But I think that most of the people in it 
have felt it and admitted it. (I) Is there anything else you would like to speak to that you feel the 
questions didn 1 t allow? 
(T) No,.,,you know one thing, some persons probably have a little bit 
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of difficulty in bringing a lot of the things that happen into a 
particular context; where they can see hbw things relate, how one 
thing builds on another. But it probably would have taken more 
structure to aid them, and that would have been at the expense of 
some other very important gains. 
( 14) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) First, I really had no idea what it was about ... After my first day 
here, I felt that I could gain knowledge in trying to better myself 
in teaching the inquiry method. I had no concrete knowledge, as 
such, about the inquiry method, even though after it was explained 
to me I felt that I had been doing it all along, but not as effi-
ciently as I could have or should have been doing. (I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) It's great'. The inquiry method will give each child in the class-
room a chance to participate in the discussions, in the class as a 
wholeo You can use special inquiry methods to motivate even the 
slower children to participate. 
(I) What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed in class, had upon you 
as a teacher? 
(T) The issues which we 1 ve discussed I fe~l will be a great help to the 
studentsc However, some of the issues, because of the conditions 
under which I work, probably would be prohibited from the type of 
in-depth inquiry we have given them here. Of the twelve issues 
dealt with in the Prentice-Hall series, I feel that I could use 
about seven of them effectively within my class. This will give 
them a chance to do some reading in the areas where their interests 
lieo 
(I) What occurred in the institute that you did not expect to happen? 
(T) I shouldn't say this, really (laughing) .. There were two things in 
particular which I didn't expect to happen. First, I was expecting 
to do a lot of research work and, second, I was expecting to do a 
lot of studying for testso Basically, these things add pressure to 
some people like myself, and by having an unstructured institute as 
we have had, I feel that I've been more at ease; I've come to know 
the instructors and become closer to them; and I feel that I have 
gained much more from this type of unstructured institute than I 
would've from a structured institute. By having it in this manner 
I feel that I have retained much more than I would've if I'd had a 
lot of pressure on meo 
(I) What could we do to improve the institute if we had another one? 
(T) After my group went out to the high school, I felt that if we could 
have--since my group was so large--if we could have had maybe two 
members each day work something with the high school class, and 
then rotate and let .two more conduct the class, I expect that maybe 
we would have all had a better opportunity to become involved with 
the high school class. 
(I) What is the most important thing that you have gained from being a 
{T) 
{ I) 
{T) 
{I) 
{T) 
{ I) 
{T) 
{ I) 
{T) 
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part of this institute? 
That's a hard decision to make. I'll have to go back to the high 
school, with the students. I think this was the most touching 
thing to me. Here I think I learned how to cover up my frustra-
tions, and accept a number of things in an unstructured situation 
that I ordinarily would have structured or not have accepted it at 
all. Also, during the critique {afternoon sessions), I feel that 
everybody was there trying to help each other with their faults 
which they had during the week they were out there. And by doing 
this, it would most likely help a person become aware of the faults 
which he had and didn't recognize. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
Yes, probably the group as a whole, I felt could have taken a short 
field trip. Where, I don't know. Somewhere in this area. But I 
feel that one afternoon field trip probably would've been advan-
tageous for the group. Maybe a few more guest lecturers would've 
been good. 
{21) 
What did you expect to receive or gain from being a participant .in 
this institute? 
To begin with, I really felt that there would be some rules and 
regulations given to me, that would make it real definite as to 
what you were supposed to do in the inquiry approach. I felt that 
someone would give me the magic answer. But now I realize that 
there isn't one, but I've learned a lot .... in that I've found that 
a lot of it is going to have to come from me. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
Well, I'm real interested, but I'm still kind of vague as to what 
I'm gonna have to do, but I want to try it. I'm gonna give it a 
trial. I may be wrong, but I feel like at first I'm gonna have to. 
set up the old traditional method to kinda get my ...• to learn my 
children. I don't feel like that with the inquiry, where I put 
them around in chairs ...• this is a hangup that I have, that I •... I 
won't 11 learn 11 them. I've been accustomed to a seating chart to 
learn my students, so I feel like I might have to resort to that 
in the beginning. But I might not have to do that. It might work 
better the other way around. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed in class, had upon you 
as a teacher? 
Frankly, a lot of it's been over my head, because as I indicated, 
I hadn't been in any classroom activities for fifteen years. I 
haven't done much reading, except in my field, and lots of termi-
nology has gone over my head. I just have-to piece a little of it 
together. I got something, there's no doubt about that. You could 
, hardly sit six weeks in a classroom atmosphere and not get some-
thing out of it. But I feel like if I'd been better prepared, 
better read, and had been doing some·reading, maybe in sociology, 
or in the field of education, I would've gotten more out of it. 
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It's my fault; I can't blame anybody but myself. I just haven't 
been stimulated to do that. 
(I) What could we do to improve the institute if we had another one? (T) I can't really think of anything. It was a real fine institute. 
(I) What could be omitted from the institute if we had another one? (T) Well, .. ,! don't know if I could speak really .... again, it's a lack 
of understanding of a lot of terminology. Maybe a .... I kinda feel 
like I have less. background than most of them in there, and con-
sequently, this would prevent me from getting out of it what most 
of the participants got~ I think that most of them are getting 
more from the institute than I am. (I) What are your feelings about the experimental high school class? (T) I think that's good, I really do. I think-its .... course, I again 
didn't contribute as much as others did on the teaching aspect, but 
this is probably good. I learned a lot from it. (I) How do you feel about the fact that all the teachers were from the 
same school system? (T) Well, I liked that. We have common problems, even though we may 
not come from the same school .... we still have common problems. I 
believe this was a real successful approach .. I sure do .. 
(I) Is there anything that occurred in the institute that you didn't 
expect to happen? (T) Yes, I don't know of any one particular turning point, but I've 
become interested in inquiry. Nor that I. ... well, frankly, I 
wasn't too interested in it before, because as I told you I'd been 
doing the traditional way of teaching, the way I'd been taught, 
for the last twenty-three.years. I've listened to some of the suc-
cesses some of the people· have· had, and the association with them 
has meant a whole lot~ I've picked up things in the class with 
regard to what I'm going to do. I've found out that you're going 
to have to ask "why?" a lot of times, and that key question that 
you need to ask the student to open him up. I'm not sure that I 
can come up with the key question--that disturbs me a little bit. (I) Is there anything else that you would like to speak to that you 
feel the questions didn't allow? (T) My thinking about the institute has changed tremendously since I 
was told when I came over here that a ... ~that .••• I didn't have 
anything to worry about as far as .••• as grades, for example ••.• 
there wasn't any danger of flunking out. This let me relax a lot, 
and I think I've learned more than I did when I was under pressure 
for grades •. Here I've been more relaxed, and feel more receptive 
to the things that are being put out. (I) Do you think the others feel that way too? (T) I'm sure they do. 
( 16) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T). If I had any expectations· at all, it was simply an.academic course 
in sociology. I had no pre-material on .the institute to make a judgment with, so I made my judgment from my knowledge of sociology, 
which wasn't much, and thought it would be an academic course in 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
(T) 
( I) 
that subject, 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
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The same as before I came, I suppose. I don't think there is any 
such thing as inquiry teaching. The methodology that they have 
been talking about, as nearly as I can label it, is discovery. 
This methodology is still aimed toward getting to a set of pre-
determined goals, just using a different route, one the kids haven't 
figured out yet. Now inquiry I believe in, but I think if you 
teach inquiry you're going to get landed on--hard and fast! 
How do these two differ? 
Well, inquiry, as the word implies, is open ended. It means that 
your function, I suppose, would be an input of data where students 
felt a need for data. But you're going to have to let them come to 
their own conclusions, and their conclusions may not be those that 
society has predetermined that they want them to come to. 
What effect has this contact with the concepts and methods of socio-
logy, and the issues we have discussed, had upon you as a teacher? 
I'm not sure what that means. 
Take, for instance, the issues contained in the SRSS episodes and 
the Prentice-Hall series. 
The only SRSS material I've seen developed, that I was involved in 
personally, was the one on prejudice; that was the issue, and they 
used the questionnaire methodology; how to develop a questionnaire. 
And, I think a trained teacher in a structured classroom, who want-
ed to go through that, could go through it successfully, in terms 
of .... you could get the students to operate within that model. 
But I'm not sure that it's relevant to any of the controversial 
issues .... on the high school level. 
Can the issues be used in the high school? 
I don't see how you could get them out of high school. They're a 
part of life which, I suppose if I've got a quarrel with the school 
system as a cultural phenomenon, it's that the classroom has been 
so objectified that it no longer represents a life situation, and I 
think that's why it's turning so many students off. The teacher's 
not a living being, the teacher is an institution, and we've de-
humanized it to the point that the classroom no longer represents 
1 ife; therefore it I s no 1 anger i nteres ting to students. They don I t 
care what's going on in there, beyond those that are motivated to 
perform by something outside the school, 
What could be done to improve the institute if we had another one? 
Based primarily on a conversation I had yesterday afternoon in 
which we were discussing what role the students had played in the 
institute, and finding out that several of my colleagues do not 
view students as an integral part of the institute, but as a peri-
pheral activity, I would say that more teachers ought to be 
involved with more students a greater percentage of the time. You 
could have two or three classes (high school), and have maybe a 
fluctuation .... ideally, you should have each teacher involved with 
the class the entire course of the institute. 
Does that mean that you view the experimental high school class as 
a good thing? 
For me the class is what happened. That's where it was. 
How do you feel about the fact that all the teachers were from the 
(T) 
(I) 
(T) 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
( I) 
same school system? 
Well, as this institute has turned out, I think it's been a good 
thing, It could also have turned out to be a bad thing. But, 
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good in that you have a group of people here who have struggled 
with some very unusual problems for teachers. And, .have struggled 
each in their own way, I think very sincerely and very honestly. I 
have come out of it with the feeling that there are about six 
people in this institute, that if I feel troubled next year I can 
turn to; I can call on the phone at three o'clock in the morning 
and say, 11 hey, I'm in trouble," and will fully expect sympathy and 
whatever help or support they've got to offer. I taught in this 
system three years, and then took~ leave of absence, and I never 
felt that way. I never had a colleague that I would turn to on any 
level whatsoever. I can even imagine developing some of my social 
1 ife around some of these people, and that I s something I I ve never 
done, Teachers have never been a part of my social life, because I 
have no desire whatsoever to become ingrown in the profession. 
What could be omitted from the institute if we had ftnother one? 
There have been times when the structured part of itj the morning 
session, the afternoon session, have been boring, unproductive~ 
uninteresting, to me personally, but it's just a judgment I really 
can 1 t make; I don't know what that meant to other people. Some-
thing that may have been very boring to me may really have hit it 
inside with somebody else. I really can't think of any of it that 
I would rule out, 
What is the most important thing that you have gained from being a 
part of this institute? 
At the risk of sounding pompous, probably the conviction that I'm 
going to have to go into the classroom next year and do what I think 
is right, I'm going to have to try to reach my students on a level 
that 8 s completely different than anything I've ever tried before. 
I'm going to have to demand of them that I can be a person, and I'm 
going to have to demand of them that they be people, too. And that 
whatever the subject, it's a vehicle to use to gain understanding 
with ourselves and with our society, which I think has become a 
much more realistic educational goal than teaching the facts of 
Greek C'ivilization or anything else, I've been told that that's 
going to put my job on the line, I don't know if it will, but if 
it does, then I suppose I'll have to get out of the teaching pro-
fession, 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
Not really, It would be pretty random babbling at this point, I'm 
afraid, · 
(28) 
What did you expect to receive or gain from being a participant in 
this institute? 
Basically, I was told, of course, that this would be a new approach 
to teaching, So I really came to learn a new method to pass out 
the material, so to speak, to the students. 
What are your feelings concerning the inquiry approach to the 
(T) 
( I) 
(T) 
( I) 
T) 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
( I) 
(T) 
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teaching of social studies? 
Well, basicilly, I think it's a way to interest more students. But 
since I teach on the junior high level, I feel I'm still forced to 
give them some content in order to use this method, in that I don't 
feel I can walk in the first day and ask the right questions and we 
spend eighteen weeks, I think this method is somewhat more recep-
tive to the high school, and even more so to the college student, 
because they have more background to draw on. 
What effect has this contact with the concepts and methods of socio-
olgy, and the issues we have discussed, had upon you as a teacher? 
I feel I'm probably in the minority here. I feel we have an obli-
gation to teach problems, because as adults our students are going to 
have to face these problems, but I also think we have an obligation 
to teach a certain amount of loyalty. I feel we have an obligation 
to show the dangers of anarchy. I don't think we're supposed to 
teach anarchy, and somehow or other I've picked up this idea that 
some of them in class feel that this is part of our obligation. 
Do you feel that there are certain issues that should not be dis-
cussed in the high school? 
Notreally, if they're handled right. I think that some of us have 
the tendency to be bigoted in a way, in that we try to mold the 
child to our point of view. I feel that the role of the teacher is 
to point out both points of view, and let the child develop their 
own, 
What do you think could be done to improve the institute if we had 
another one? 
Oh, dear, that's hard to say, I really think that it WQUld have 
helped in my case if I could have done some reading the first week 
or two, because for a while I was lost. I eventually feel that I 
have caught up because I have read most evenings two or three, and 
sometimes four or five hours. But in the beginning, I guess it was 
my lack of background, at least I felt I had a lack of background, 
that made me apprehensive. 
What could be omitted from the institute if we had another one? 
Oh, that's difficult. I had this funny feeling--course I was in the 
first group, that I was in the vulture pit, in that .... and I was 
terribly uneasy much of the time because I .felt that everything I 
said and everything I did was to be criticized, and I found that I 
could not function as well as I probably would have under more nor-
mal circumstances; course I don't know how this could be avoided. 
How do you feel about having an experimental high school class for 
an institute of this sort? 
I think this is almost essential, but I feel that in ma.ny ways this 
class was so unrealistic as to what we will experience at other 
times, Now I don't feel this was as true with my group, because we 
were there in the beginning and the latitude was not allowed, or 
at least they weren't aware of the amount of latitude that they had, 
put it that way, at that time, so it was more near what I might run 
into than perhaps other groups. This class was also not very rep-
resentative of what most classes are composed of. 
What is the most important thing that you have gained from being a 
part of this institute? 
I would say I have a broader point of view on these issues than I 
had before. I'm basically conservative, and although I have children 
( I) 
(T) 
( I) 
(T) 
(I) 
(T) 
(I) 
(T) 
(I) 
(T) 
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of my own of teenage and older, I feel we have good rapport, but 
still I feel for the most part, even when we talk that we reflect 
the values and the home life that we have had. And we are in a 
minority group, so that in many ways I was outside the thinking of 
some people. And I think that in this way it was a great help to me. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
Not really. There was just one thing that I think happened in this 
group, and I don't really know how it could have been changed. But 
I think in a way there was kind of a polarization, that some people 
didn't respect the opinions of others, and therefore it had a tend-
ency to quiet certain people, and I was one of them. And I think 
this is bad, but I really don't know what the solutfon would have 
been to this. 
(17) 
What did you expect to receive or gain from being a participant in 
this institute? 
I guess I really hoped ..•. I 1d hoped to find additional stimulation 
from the professors with whom I would be associated, in order to 
be able to continue successfully and effectively as a teacher, and 
I put this in my own personal terms .... I guess mental and emotional 
s ti mu 1 at i on . 
What are your feelings concerning .the inquiry approach to the 
teaching of social studies? 
I like it, but I'm doubly impressed that the content of the teacher 
has to be of a really significant quantity for it to be acceptable .. 
Because of the kinds of questions that this type of approach 
requires, there must be a great deal of material to which the 
teacher has been exposed or he may be able to refer to, as this 
kind of teaching progresses, because it's been obvious in here that 
although those of you in this institute who have used the method 
have asked questions and attemped to generate discussion and self-
examination, that there's been a hell of a lot of content charac-
teristic of each to the teachers. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
Gee, this is a puzzle, .because I'm not exactly sure about the whole 
thing. I think, to some extent, the issues of dissent, economic 
inequities, types of religious expression and a number of these 
issues that haven't been widely publicized, these are issues that 
I've done some reading in and I really don't think there's been any 
particularly new issues raised during this institute; other than a 
method of teaching or creating a classroom environment where these 
issues can be developed effectively. That to me is where it all 
is; how these issues can be dealt with in the classroom effectively 
and how classroom involvement can be developed, rather.than the 
great master up there giving the final word. 
What could be done to improve the institute if we had another one? 
I've had some question about whether a paper should be written. In 
( I) 
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the past I've always gotten a great deal out of papers that I've 
written, I don't know, I think really. digesting this institute 
wi 11 take me a period of ti me.; I don I t feel comf or table in attempt-
i ng to evaluate it now, because .... and I think that's a good thing 
about it, because I have·many feelings of concern about the issues 
that have been developed in this institute, and I think it's going 
to be months, hell , maybe a year, maybe more, before a 11 of this 
really becomes meaningful. Maybe in a week, a star'll appear and 
I'll say, 11 aha, the exact meaning of the institute. 11 
What could oe omitted from the institute if we had another one? 
I have some questions about,.;.yes, there is one area I would, cer-
tainly, So many of us, and I really think there was a lot of 
talent in my group that went out to the school to relate to these 
students, and I really have questions about more precise instruc-
tions on how we might approach this. Seems like I had the feeling 
that a whole bunch of us were just lumped in with a bunch of stu-
dents, and I think we could of related much more effectively, each 
of us, had we discussed our methods of approach better, had it been 
made clearer to us. I really have a lot of misgivi~gs, because I 
felt terribly frustrated when our group went to the high school. 
There were little areas·in which I saw some glimmer of good rela-
tionship, but I had· the feeling, and I think it was generally shared 
by our group, that there was a lot of frustration. Perhaps this is 
good. Perhaps I developed a lot of insi9ht there that I'll under-
stand later. 
What are your feelings about the utility of an experimental high 
school class in an institute of this sort? 
As I reflect on it now, it may have been a better thing for the 
students than I thbught it was at the end of our week. I think 
there should have been more students. This is why it seemed so 
unrelated to what our teaching year actually is. There was a lit-
tle bit too much artificiality about it. It didn't seem real to me. 
How do you feel about the fact that all the teachers in this insti-
tute are from the same school system? 
I think that's an excellent idea. I really do. I feel that what 
we've learned, which certainly isn't too definitive for me right 
now, but I think that there's a general feeling of psychological 
comfort in knowing that we've all been certainly exposed to new 
material, and have discussed ways of dealing with the new mater-
ials, and even our classroom techniques .... one of our most serious 
defects, it seems to me in the observation, was rhetorical ques-
tions asked by some of us. But I think it's excellent. I think 
there'll be much more of a carryover in something like this than 
there would be if somebody went back to where they came from alone~ 
I think that was of extreme value. Maybe we'll all have more soul 
with each other~ 
What is the most important thing that you have gained from being a 
part of this institute? 
I felt refreshed because, as I said originally, I like to be with 
.... in a college environment because I feel that college teachers 
can pretty much say what they want to say, or talk in areas where 
they want to ta 1 k, _or bring up issues in areas that they think 
might be productive of discussion, without fear or any apprehen-
sion about it being intercommed or something like that. First of 
148 
all there 1s a free, open discussion that's available; this was 
extremely important to me. Also, in seeing some of the changes in 
behavior on the part of other teachers, I really felt refreshed, 
because I've, in the main, a hell of a lot more respect for the 
teachers in my environment than·I ·had·before. Here anything can be 
said; any issues can be di'scussed, ·and you don't feel that some 
state official is going to walk in ·and say that's a no-no. I think just mental freedom. 
(I) Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
(T) I think perhaps there's one thing that might have been added. To 
some degree I had the feeling that in the institute there was such 
a sophomoric urgency on the part of some participants to assure you 
and the other staff members that we are on the right side of the 
question, that we are true, honest-to-God liberals, or something 
like that. Establishing credentials. I think perhaps some of this junk could have been gotten out of the way by saying that there are 
no right sides, this could have been clearer. There are no right 
sides to any question; I know it was emphasized from the beginning 
I think, but I'm not sure it registered well enough. That if we 
took a stand on any issue it wouldn't in any way diminish our status. 
I think there were a couple of participants who felt somewhat 
slighted because they had failed to reach the accepted state of lib-
eralism. I wish that could have been avoided; that part I wish 
could have been avoided. It's been a real fun and pleasant exper-
ience for me, and I guess I'm now preparing to return to the real 
world. 
(29) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) An experience in inquiry .teaching; materials for inquiry teaching. 
(I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) Well, I'm not sure. I feel that in my judgment, I can't evaluate 
it until I've actually tried it in my own room. 
(I) Do you have any emotional feelings about it now? (T) No. (I) What effect has ·this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? (T) I felt that at times there was a·retreat to pessimism, and at 
times an intellectual over-kill. (I) What do you mean by that--would you like to expound on that a 
little further? 
(T) No. 
(I) Feel free to say anything. 
(T) That's all right. 
(I) I was wondering ·what you meant by llan intellectual over-kill." I 
had trouble interpreting that. 
(T) Where you ·beat subjects to death. From my own ..•• oh, how shall I 
say it--I can't think of a word right now. 
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How do you feel about these materials we've been using? 
I would use parts of them. Other parts I wouldn't, because I teach 
in junior high, I think that some of them are a little bit beyond 
the maturity of junior high students. 
What could be done to improve the institute if we had another one? 
This is a new experience for me. I have nothing with which to com-
pare it, I felt that some of my colleagues were somewhat intoler-
ant of other opinions. So I never really did say what I felt. 
Feel free to do so now. 
I am, I'm talking about degrees of intolerance. Sometimes there 
was tolerance, quite a great deal, but other times very much intol-
erance, 
What could be omitted from the institute if we had another one? 
Probably some of the looseness; a little more structure would have 
been desirable, Some of those sessions were going nowhere, fast. 
What is the most important thing that you have gained from being a 
part of this institute? 
Well, perhaps a closer evaluation of my value system. I still 
believe the same things as before, but this gave me an opportunity 
to look at those beliefs a little bit closer. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
I think I've said it all. 
(9) 
What did you expect to receive or gain from being a participant in 
this institute? 
I feel like I've reached the place I was expecting to, and that was 
to further develop the inquiry approach in my own mind, after hav-
ing been introduced to it last year. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
I think it's great. It's the only way to teach. I've gained a 
great deal since I've been here. I've gained the knowledge, but 
I'm still concerned as to if I'll be able to ask the right ques-
tions. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
I think that's been great. I've been drawing up this outline, and 
I've found a place where I can include them right in my curriculum, 
the ones I think are most important--prejudice, discrimination, 
the drug scene, just almost any of them can be worked into the for-
mat I'm going to be using. 
What could be done to improve the institute if we had another one? 
I really like the knowledge; any knowledge at all in sociology. 
I've never had a sociology course before, and I think that maybe 
if we had just a week of factual, conceptual sociology, this would 
be very beneficial. And I think maybe a larger high school class 
would have been more realistic. I thought the idea of having an 
experimental high school class was just great, but this particular 
class did not represent reality; not only in size, but also in 
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types of students. 
What could be omitted from the institute if we had another one? 
I don't think· anything could've been omitted. I just can see a few 
additions. I thfok we've·-be.en ·real ·fortunate to have had this 
staff at this institute. You all have really been great. 
What is the most important thing ·that you have gained from being a 
part of this institute? 
Well, as I told you earlier, actually what I've gained is rein-
forcement on the inquiry approach. I saw an expert do it, and in 
watching his development in the class of certain subjects, that we 
were just drawn right into it, directly, ~e could see that the 
right questions have been asked, and the right materials have to be 
selected. 
Is there anything else you would like to speak to that you feel the 
· questions didn't allow? 
Well, I think .... it's really been a very pleasant experience for me, 
really. I had what I felt like was a .miserable experience last 
year, but after coming home and putting some of what I attained to 
use, I found out that it was rather valuable; more than rather, I 
gained a great deal. That was one important reason I decided to 
come here. 
( 11) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) This appeared to hav.e gr.eat.possibilities in the way that the 
institute was set up, but since it was going to be different than 
any graduate or undergraduate work I had done before; I really 
didn't have any, shall we say, expections in mind, except the fact 
that I knew there'd be some new materials involved and that we 
would be working with some·high school students. However, I do 
feel that we could have accomplished as much by not having the stu-
dents as we did in having them. I think a great deal has come from 
being here with this group of teachers; I think there's been quite 
a bit established and learned from this that is kind of separate, 
actually, from the experience we had out at the high school. 
(I) How do you feel about the fact that all the teachers in this insti-
tute were from the same school system? 
(T) I feel that since we were brought here to learn about the inductive 
method and to more or less utilize and evaluate materials that are 
written to reinforce and to implement this method, that it was 
helpful that teachers from one area were brought here, because we 
were able to understand each other's problems--lot of mutual ground 
there. There is the possibility that had teachers been brought from 
another area, that they could have added to what we were doing, or 
on the other hand, they perhaps might have learned from the exper-
ienGe that was taking place. I think I would support the fact that 
they all came from one school system. (0 What are your feelings ·concerning the inquiry approach to the teach-
ing of social studies? (T) I feel personally that I did use inquiry in the last year to much 
success. However, one of the great criticisms that inquiry has come 
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under, in particular from those in administrative capacities, has 
been the fact that discipline tends to break down when students get 
together and work in groups. I would ·say this about that point: 
inquiry actually demands a greater amount of discipline than does 
traditfonal teaching. The whole concept of discipline in inquiry 
teaching is actually directed ·at the student; ·the student must be-
gin to discipline·htmself or inqufry·will break down. As far as 
I'm concerned, inquiry demands more d.iscipline because to conduct 
·it there has to be a pretty mutual trust between the students and 
teacher. However, I don't feel that inqury is the great salvation 
of education. 
(I) What could be done to improve the institute if we had another one? 
(T) To really try to evaluate this is so da·ng. intangible, because of the 
way we've handled it. There hasn't been any tremendous stress on 
papers, tests .... 
(I) Do you think there should 1ve been? 
(T) No, I'm not advocating that. As far as improvements--! would hardly 
suggest, given the situation again, that the high school be informed 
that it's going to be their class. I think they should know that 
it's going to be, shall we say, a free·flowing thing. it~s going to 
be pretty unstructured, but I think that there's still a point of 
responsibility on the teacher's part. 
(I) Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
(T) Yes, I'd like to direct, specifically now, to the atmosphere of our 
various discuss.ion sessions. ·There seemed to be a group within our 
larger group that seemed to, I think, have an air of disrespect for 
attitudes and for the opinions ·of other people. And this .... 
although it wasn't always directly' spoken, it was quite apparent in 
their response and their reactions to things that were said. I 
feel like we were here to listen to everybody and anybody that had 
anything to say. And I think that as this group continued to 
behave in the manner in which they did, I almost want to say 
inflict their attitudes, impose upon us, .it alienated a number of 
people. They hated to say anything because they knew how it was 
going to be responded to. It quite concerned me .. I found their 
whole presentation a bit distasteful, and I don't think it was par~ 
ticularly becoming to such a group.· I think that had this not been 
prevalent, that you probably would've heard a lot of people speak 
that you didn't hear, and I think that we're the loser for that. 
(18) 
(1) What did you expect to receive or gain from being a participant in 
this institute? 
(T) I really didn't know what to expect, because this is a new exper-
ience for me. This is the first institute I've attended. I knew 
it was a sociology institute and that it would involve something in 
sociology. 
(I) What are your feelings concerning the inquiry approach to the teach-
ing of social studies? 
(T) I feel pretty good about it. I think I will really enjoy it. I've 
really been doing it, to a certain extent, all along. I just 
haven't been calling it inquiry. 
(I) What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
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(T) I feel that they are relevant to the times now. As teachers and as 
citizens, too, everyone is searching for an answer for what 1s going 
on. We can 1 t get to the bottom of the problem. We know these 
things are happening, but what are we going to do about them? I 
think the kids will be really interested in it, and as far as my-
self goes, I 1m really definitely for that type of treatment. I 
rea 11 y l i ke it. 
(I) What are your feelings about the utility of an experimental high 
school class with an institute of this sort? 
(T) I think it was a good thing, I really do. Since this is my first 
institute, it gave me a chance to work through some of my inade-
quacies practically, not just theoretically; It was a good thing. 
(I) How do you feel about the fact that all the teachers in this 
institute were from the same school system? 
(T) I think it was pretty good. I think this type of thing should be 
exposed to more teachers. 
(I) What could be done to improve the institute if we had another one? 
(T) Really I can•t .... oh, there might have been a few topics that we 
kind of skimmed over that might could go into detail a bit more, 
but I couldn 1 t ask for a better, as far as I 1m concerned .... you 1 re 
not uptight; I was very relaxed. And it was very informal, which 
I really did like; not demanding that you do .this or do that. This 
is what we 1 ve done to a lot of our students, and we 1 ve forgotten 
about this. I think it 1s really opened up some eyes. I know it 
has mine. The experience I've gained from the institute, I wouldn 1 t 
trade it for anything. 
(I)· What could be omitted from the institute if we had another one? 
(T) No. The only thing that I would like to see a little bit differ-
ent if I was attending another one--as far as the high school class 
is concerned, I would like to have a few more students. A larger 
class. And I also wish we could have spent more time with them as 
teachers. 
(I) What is the most important thing that you gained from being a part 
of this institute? 
(T) The most important thing, I think, is the closeness that we as 
teachers got as human beings. because we didn't have this when we 
first came. We all knew each other on the surface, and I think in 
one or two of our sessions we really got it on the line in finding 
out who stood where. Feelings were laid out. Still, you don 1 t 
know everything about a person, but that was one of the most impor-
tant .... it really touched me. Plus, our professors were really 
opposite of what I was thinking they were going to be. · 
(I) Is there anything else you would like to speak to that you feel the 
questions didn 1 t allow? 
(T) No, I can't think of anything right now. To more or less sum it up 
for myself, I've really enjoyed the institute. I've learned more 
.... I don't have a scale to know how much I've learned, but this 
institute has given me a lot of insi£ht on a lot of things. 
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(20) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) I think I expected a lot of sociology, which really didn't mater-
ialize. And I really hadn't banked on the emphasis on inquiry; I 
thought we'd take a more traditional approach to studying sociology. (I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) I felt pretty positive about it before I came, since I had already 
had contact with it earlier in my teaching career. I think what I 
got out of this more than anything else was that I was able to see 
some problems in inquiry that I hadn't seen before. What I can see 
now is that you've really got as many problems with inquiry as you 
do with any other type thing; they're just different types of 
problems, 
(I) Do you think it's a good way to teach? 
(T) I think it's very good. 
(I) What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
(T) I think it's probably the·most useful thing you can do in the 
classroom. To me the gut issues in the social studies are the type 
of things that you talk about in sociology. To me the types of 
problems you deal with in sociology is what makes the study of 
social studies relevant. 
(I) What could be done to improve the institute if we had another one? 
(T) If we could have had more kids in the experimental class l think 
that would have helped. If possible, I'd provide about twenty-five 
kids to work with. I think the high school class was certainly an 
added plus for the institute, and I'd have it again if there was 
another institute. Really, that's about the only criticism I can 
think of right now. 
(I) How do you feel about the fact that all the teachers in this 
institute were from the same school system? (I) I think it's great. I think you're going to feed more ideas back 
into the school system this way. We've got many of the same types 
of problems to deal with that you wouldn't have .... you know every 
school system has got a little bit different slant on things. We 
can all kind of approach the same types of problems. 
(I) What could be omitted from the institute if we had another one? 
(T) (Long pause) I can't think of anything off hand. (Long pause) I 
really can I t. (I) What is the most important thing that you have gained from being a 
part of this institute? 
(T) Like I said before, I think the most beneficial thing was the fact 
that we encountered some real problems in taking this type of 
approach to teaching. And it wasn't on a theoretical basis; I mean 
these were real problems that we had to deal with. The discipline 
thing; the fact that some kids are turned on and some are turned 
off at various times, You had an opportunity to try to cope with 
these, 
(I) Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
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(T) Oh, I think the types of personalities we had involved as far as 
staff was concerned had a lot to do with my positive feelings. The 
fact that there seemed to be an atmosphere of freedom; I never felt 
that I had to be reluctant to say what I was thinking. If I wanted 
to criticize, I wouldn't be reluctant to do so. It was pretty much 
a free exchange of ideas. So I don't know; you might take this 
whole institute and try to restructure it the same way it has been 
this year, and put different personalities in it, and I'm quite 
sure it would come out entirely different, But to me that's what 
made it great, was the fact that it was loose. 
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(31) 
What did you expect to receive or gain from being a participant in 
this institute? 
I expected to receive the modern methods of teaching; that is, to 
receive the inductive method and more i nforma ti on in th.e inquiry 
method of teaching social studies. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
I feel that it's quite valuable, and I feel that I can turn back to 
the classroom and really put it into operation where it will become 
more useful to the students whom I come into contact with. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
I feel that I can give more information to the students on this 
materialo I have been exposed to them in our library, but not as 
much as I have here, and I feel that I can take this material now 
and really carry back and use it in my classes, and I feel that it 
will be more valuable to the students now that J've become better 
acquai~ted with it. 
What could be done to improve the institute if we had another one? 
As of now, I have received some valuable information from the 
speakers that we have had. I feel that possibly we could invite 
more speakers to come in from different fields to give us more 
informationo And, actually, I feel that if our group had been given 
two or three more days with the high school class that we could have 
gotten more information over to them. 
What are your feelings about the utility of having an experimental 
high school class with an institute of this sort? 
I think it was quite valuable, because actually we had students of 
different groups; that is, from my observing them, they had differ-
ent IoQ,s, and that's what we actually have in our classrooms; 
that's why I think it was a valuable group, because we actually got 
better acquainted with them because there were such a small number 
of them, whereas in my class there are thirty-five or forty stu-
dents, 
What could be omitted from the institute if we had another one? 
Actually, I don't know of anything that I thought was a waste of 
time, Now that's the honest truth, I can't think of anything that 
wasn 1 t valuable in some way. 
What is the most important thing that you have gained from being a 
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part of this institute? 
We 11 , I 1 11 te 11 you, the i nqui'ry method of teaching and the i nduc-
ti ve method of teaching and this SRSS material have been very, very 
valuable to me, because I have become real well acquainted with 
them and I feel that I can carry it back and actually use it in my 
classroom. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
Well, actually, the association that I've had with the teachers and 
with the instructors and all~ I feel that it's really been helpful 
to meo It has given me a broader knowledge of the social studies 
fieldc 
(22) 
What did you expect to receive or gain from being a participant in 
this institute? 
I expected to get a ·broader perspective on the teaching of 
sociology, and, moreover, let's say the new social studies inquiry 
methodo I was expecting to find more information and materials that 
I could use when I returned to teaching. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
Frankly, I can't see where the inquiry method is different from 
some of the methods I've been using all along. In certain areas 
it's more extensive, and some things are more or less .... you have 
more freedom as far as classroom participation is concerned. But 
I really think inquiry is really nothing .... it's just .... I don't 
think it's that new to me. I have enjoyed some of the things that 
they suggested in my cl ass rooms, especially in different teaching 
situations that I have been in, I was so limited as far as materials 
and so forth, I guess they thought.they were getting at I have been 
using a long timeo But I really learned a lot, like how to bring 
out certain points, and like,o.oI was using it, but I think I know 
more how to control it nowc 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
They h9,ve very 1 ittl e va 1 ue, I think, as far. as my approach goes 
and the way that I teach soc~ology. Really, I haven't had that 
much exposure to this material before coming over to the institute, 
because the materials that I usually used are the books and refer-
ence material that I have received from the supervisor of the 
school, and they were not really geared toward the content that 
this institute has emphasized. 
What could be done to improve the institute if we had another one? 
The only improvement that I could think of would be a better 
library; more books and more time for reading and library work. 
This is my first institute, and I thought that this was really a 
good situation, and I've enjoyed the institute as far as the work-
ing relationship, but I've got somewhat of a problem as far as 
making a re-entry back into this society, since I have lived out of 
it so long I see people as hypocrites or 11 Toms, 11 and I do everything 
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I can to maintain my composure during class because .... I 1m not an 
angry young man, but I feel that sometimes things are said that I 
really can't accept, and many times I've wanted to say something 
but I was afraid of hurting someone, But I feel that some of the 
things that are said are just a bunch of bullshit, mostly racial 
things because I'm really a go-Africa-man, and since I have lived 
over there for a while .. ,.I 1m not waving the black flag, but what 
I'm saying is that when.we were discussing issues like prejudice 
and stereotypes I got uptight with the way many of these people 
looked at it. 
What could be omitted from the institute if we had another one? 
I really don't think of anything, except .... let me think for a 
minute. Actually, I can't think of anything at the moment that I 
would say should be omitted. I can-1t think of anything, really. 
What is the most important thing that you have gained from being a 
part of this institute? 
Nothing really left a mark on me from this institute. I got one 
thing from this institute; that was more or less saying to myself 
that I'm not really lost; that there is a way, it'll just take time. 
I've gotten a lot of ideas from this institute as far as using my 
classroom next year, how to attack different situations that might 
be embarrassing for me, and stuff like that. I can certainly say 
that some of the things I've gained I won't forget next week. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
No, I think that most of the questions you asked got to the point. 
(32) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) You know, of course, that I'm changing school systems this·year, 
coming to Stillwater, I have more sociology than anybody at Still-
water High, so that meant I would be teaching sociology, and per-
sonally, I didn't feel like walking into a high school classroom in 
sociology without some present training in the field .. So I was 
expecting and looking forward to the institute helping me this fall 
and in later years, also, Of course, at the time I heard about 
the institute, it was to be an institute in sociology; there have 
been numerous other things in this institute that will help me a 
great deal, not just sociology. 
(I) What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
(T) I definitely think they have affected me, I'm going to use most of 
these materials in my sociology class this fall, and I'm looking 
forward to the challenge, Maybe the materials are somewhat liberal 
in the attitudes they present, but if that seems to be the case, 
I'll introduce supplementary materials to represent other points of 
view. (I) What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
(T) Now I wish that I had received it in my undergraduate work; at 
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least have been exposed to it, which I wasn't. I feel like now .... 
I mean I sit in there and I listen to the problems being discussed 
and the way this thing has gone I'm just sorry for the kids that 
I've been in contact with before, that I haven't used more of it. 
I have used it some, but I didn't know what I was using. Course I 
don't know how much success I'll have with it, but I'm certainly 
going to try o 
What could be done to improve the institute if we had another one? 
Gosh, it's hard to say. I didn't like the idea of having so many 
teachers with the students at once. Course I realize that size and 
time make any other arrangement difficult. 
How do you feel about having an experimental class with an insti-
tute of this sort? 
I think it was a good thing, but I'd like to see the class larger 
than it waso Something else that I've never worried particularly 
about, but I think too many of the teachers in this institute were 
still tied up and worried about these grades; what kind of a grade 
they were going to get, This contributed to the bad arrangement of 
having too many teachers involved with the students at once; they 
were so worried about their grade that they felt they should be 
involved at all times. This contributed to the confusion. 
What could be omitted from the institute if we had another one? 
I can't think of anything right off hand. 
What is the most important thing that you have gained from being a 
part of this institute? 
I guess probably the exposure to the inquiry type approach. It was 
used on us in the morning and afternoon sessions, and I saw it in 
action as far as using it with the students. I found my toes 
stepped on quite often, things that I had done in the past. I guess 
this would have to be the biggest benefit here. 
(23) 
What did you expect to receive or gain from being a participant in 
this institute? 
I expected to get some materials that I could use in my classroom, 
because I was not yet comfortable with the inquiry method. I 
believed in it, but had an awful lot of questions about it. I 
didn't know exactly what it meant or how to use it. I wanted 
crutches--I guess you could say--to help me get started. I thought 
once I had that, I could go from thereo And I wanted to see it at 
work, and that's all I knew about the institute, so it's about all 
I expected, 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
Very good, because I've seen many aspects of it. I think the most 
important thing is that I've seen Larry Perkins, who I think is just about the greatest, show me what real open-ended inquiry was. 
It showed me an awful lot about human relations. And I've found, 
too, the materials that I wanted. Our two staff members are so 
very different, and I feel they have both given me a great deal. 
I think it was invaluable getting to use this kind of thing with an 
experimental class. I would never have dreamed that I could go out 
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and take a dozen kids so different and say this is your class, and 
and have it turn out that way, I didn 1 t know I couTd be comfortable 
with that, and I can be, I'd never have known it if we hadn't had 
the class out there, That class was probably the best part of the 
institute. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
I think there were a great many people here who were not aware of 
so many implications for society. l haven't changed my viewpoints 
a great deal, I think I've been oriented toward the kinds of things 
we've been concerned with in this institute for a long time. So 
nothing has come as a shock to me. I very rarely disagree with the 
sociologists in this institute; with a lot of people who react to 
them, I do, 
How do you feel about the fact that all the teachers in this 
institute are from the same school system? 
I wouldn 1 t want that to be my only institute experience, but I 
think it's marvelous. It's been one of the best things. 
What could be done to improve the institute if we had another.one? 
It's been such a fine experience, I can't think of any ways to 
improve it, I I d hate to see you •. ,.you try improving it and you I re 
going to do away with something you've done, and I haven't seen 
anything that I'd want to eliminate. 
You just answered my next question, I was going to ask what could 
be omitted to improve the institute, Can you think of anything 
that you would like to have had more of? 
No, I can't, Unless, the one thing that's probably least possible, 
and that is more chance to work with the kids .. We threw too many 
of us at them as it was; that might be something you could change. 
Somehow arrange it so that eight people didn't move in on seven 
kids, Maybe more kids would solve that problem. 
What is the most important thing that you have gained from being a 
part of this institute? 
I think Larry Perkins is the one thing that.was most important. He 
taught me a great deal about how to relate to people. I always 
felt that there was value in every man's judgment and values and so 
on, but I have watched the love flow out of him, and there's a 
great lesson in it, I think that's the best of all. It's meant a 
lot to me. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
No, Maybe tomorrow I could think of something, but I can't right 
now. 
( l O) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) I think that perhaps I had a little different insight than the 
others, I was in somewhat on the planning of the thing. Of course 
we were looking at the big picture of the thing, with the idea that 
we wanted to bring in new materials that we didn't have before. We 
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wanted to experiment with them. We knew there was going to be an 
experimental class with which we could work and find out if these 
materials were realistic, if they were practical and could be used. 
And then with the idea that each member represented a school in our 
system, we'd be taking this back to our school system and using it 
in our own classrooms, and spreading the word to the other teachers 
with the idea of getting the new material into the system. We knew 
this was kind of a long-range plan~ I think I went into this with 
a great deal of expectation and enthusiasm, and I think it's satis-
fied pretty much what I had in mind. I 1 ve been thoroughly impressed 
by the enthusiasm of the entire group. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
We 11, surprisingly, I I ve been a teacher for twenty-two years, and I 
think basically I'm pretty much of a traditional type teacher, in 
that I indulge in the lecture method mostly, yet in my lecture I 
always provided room for discussion so that I thought I was making 
the material relevant to today and today's problems. In this re-
spect I was haphazardly, .I guess, using the inquiry method. At 
least there was an endeavor to make things relevant. This insti-
tution gave me a kind of clarification and better understanding of 
the inductive method, and I can't wait till I get back next fall 
and try it out. 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
I think their value is tremendous; I mean this seems to be what 
it's all about today. We're in a period of upheaval and I think 
these are the problems that are bothering not only the younger gen-
eration, but also concerned older generation, and I think these are 
the things that are necessary to discuss. If a thing doesn't have 
any relevance for today, there's really no point in teaching it. 
What could be done to improve the institute if we had another one? 
I'm not really sure if I could make any good suggestions for 
change, I think the format you have used is excellent. The only 
thing I can see that might make it better is to make it eight weeks 
instead of six. 
What are your feelings about the utility of an experimental high 
school class in an institute of this sort? 
As I said in answer to your first question, I knew this was to be 
part of the institute, and I think it has been a very good thing. 
I think to actually have the opportunity to experiment with this 
approach to teaching and work out the rough points has made a world 
of difference in my confidence, and will facilitate my using it 
when I return to my own classroom. 
How do you feel about the fact that all the teachers in this insti-
tute were from the same school system? 
I think that in our particular institute this was great. But more 
important was the fact that we had a staff that complemented each 
other, They were different enough to make it interesting, and 
yet they complemented each other in almost every respect. I think 
we had the right teachers for the job. 
What could be omitted from the institute if we had another one? 
Not anything, really. 
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What is the most important thing that you have gained from being a 
part of this institute? 
I think the thing that impressed me the most was the fact that 
there were no tests and no papers to write. Now this may seem like 
a lazy, easy summer, but I think actually this created a positive 
attitude, I was really quite surprised myself to find that with the 
pressure off I was able to think more, actually, I did much more 
reading with more understanding than I probably would have done 
otherwiseo I found that I could read for my own personal meaning, 
and not to memorize content for a test. I didn 1 t become tired 
reading near as fast as I do when I 1m reading something that I have 
to read; and I read faster and with greater comprehension, and I 1 m 
sure much more than I would 1ve otherwise. This was something tre-
mendous to me. To me this is the real purpose of the university. 
Is there anything else you would like to speak to that you feel the 
questions didn 1 t allow? 
No, I can 1 t think of a thing. 
( 13) 
What did you expect to receive -0r gain from being a participant in 
this institute? 
I wasn 1 t real sure as to what it would consist of, this being my 
first institute. I didn 1 t know whether it would be a real in-
depth study of sociology, because I had a two-hour course in socio-
logy probably thirty years ago, and of course my main discipline is 
geography. So I thought it would be testing materials and studying 
sociology, and doing more written work than we did, and maybe tests. 
I di dn I t know that we would have this experimental high school cl ass 
here, but I 1m pleasantly surprised, and it 1s my honest opinion that 
it 0 s a heck of a success, and I wrote in my evaluation that I don 1 t 
see how any other institute could better this one as far as effec .. · 
tiveness is concerned because the pressure was lifted and we found 
out that right quicko You gave us some things that we could read, 
but you didn 1 t say read •em and we 1 ll have a test or report, which 
I thought,o,,in fact these high sch99l kids expressed the same 
thing about their class. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
Oh, it 1 s great. Now here's another thing: I thought ..• ! still 
believe that I use inquiry, but I didn 1 t use it in the way that 
it 1 s been used here. And that high school class here is a heck of 
a good thing to have a lab like that to learn it. Course in geog-
raphy we don't get into too much of the social problems like this, 
and I can see where it would be much better in a sociology class, 
or history, or government, but I intend to work it into my geog-
raphy somewhat, because I think it 1 s great. It gets kids to 
think, and it gets them to form their own opinions. And I think 
also, out of this inquiry, that I 1 ve come to the point that two 
people can be right, yet they don't agree. So I think it's great. 
What could be done to improve the institute if we had another one? 
I don't know that you could make it better. Someone mentioned 
some time ago to bring the same group back next year. I wouldn't 
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do that, because if we want to get this to catch on, the more dif-
ferent groups you get in here each summer, the quicker it's going 
to spread; its just like fire. But I'm not sure that you could 
improve it, 
What is the most important thing that you have gained from being a 
part of this institute? 
I would have to say that the methodology was the most important to 
me personally, I mean the inquiry method of teaching. Now if you 
wanted to structure it some to the point of teaching more sociology, 
you might do that if the people were interested in it .... really 
learning sociology,.,,Don't misunderstand me, it's not that I'm not 
interested in it, and I think I've learned something about how 
sociologists work and how they attack the different problems, but 
geography is a more structured program. You have basic facts in 
geography that we have to teach, 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
I'm not trying to make you feel good or anything, but I have enjoy-
ed this institute personally a great deal. I think I got quite a 
bit of what I wanted; after I found out the first week what we were 
going to do and how it was going to be operated, I think that my 
goal probably was methodology of teaching more than conceptual 
sociology, And I think it was very valuable to me. I plan to fit 
most of these episodes right into my geography course, and I feel 
that they're extremely relevant to my discipline at this time. 
(25) 
What did you expect to receive or gain from being a participant in 
this institute? 
Perhaps some teachers, when they get along in years, get set in 
their ways. I don't knowj but this institute, in the main, has 
been a very fine thing, I've enjoyed it, and I think I've gotten 
some things from it, Whether I'll be elastic enough to change and 
start making more use of them,,,.although I think in a way, I do a 
lot of lecturing and a lot talking in my classes, but at the same 
time I use this type of approach, the inquiry method, I think 
this is the only way you can keep your classes on a working basis. 
But I think the institute has been an excellent institute as far as 
I'm concerned, and I believe it's been a pretty cohesive group in 
the fact that they were all working toward the idea of trying to 
discover what they could about sociology and the inquiry approach 
to teaching it, 
What could be done to improve the institute if we had another one? 
Well, being kind of from the old school in regard to., .• I don't 
know what went on in the class, but I felt that the class had been 
run rather loosely, that is the high school class, and I believe 
had a,,,,I think most of the various groups had that certain feel-
ing that they had to keep drawing the group back, that it had been 
allowed to get a little too,,,,! don't know the word to use, I 
won't say 11 unsupervised 11 ,.,,a little bit too informal, perhaps. I just say what in my opinion might help improve it. As far as the 
other thing goes, I'm all for the way this institute has been run. 
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The no tests, no papers-type of deal is just as good for learning, 
if people are concerned with learning, as if the director had said 
this has to be a tight ship all the way through. · 
What is the most important thing that you have gained from being a 
part of this institute? 
Well, I always like to be associated with people, and this asso-
ciation this summer has certainly been valuable to me. I think that 
probably it 1 s been a kind of re-evaluating of my own position with 
regard to an attempt to do a little bit more of this type of 
teaching, and possibly less of a .... the thing that has concerned me 
a long time is the fact that in many areas of social studies there 1s 
been no opportunity, that is officially, to explore the needs of 
the day as far as society is concerned. If one follows the present 
plan-of-study that is set up in our school system he doesn 1 t have a 
chance to cover the present day problems and things like that. I 
think that a realization, at least being down here with the group, 
that the trend is going more to incorporate the problems of the 
day and social problems, even to the exclusion of some of the other 
things and tossing them out as unnecessary, has given me a little 
more reinforcement to go that way, 
Is there anything else you would like to speak to that you feel the 
questions didn 1 t allow? 
No, I 1d recommend it to anyone who has the opportunity to attend 
one, 
(26) 
What did you expect to receive or gain from being a participant in 
this institute? 
I felt like I might be able to tie some of these things together 
that I 1d been working on for several years, The problems approach 
and inductive teaching, and things of this sort. I 1 ve toyed with 
the ideas, but I 1 ve never had the construction of it; exactly how 
to get into the full thing, until this institute. 
What are your feelings concerning the inquiry approach to the 
teaching of social studies? 
I know what I'm going to do in my 3:00 classes, at least next year 
will be altogether different, I'll use the inquiry method, but to 
a limited extent in my history class, But in sociology, economics, 
and government I 1m definitely going to use inquiry. 
What effect has this contact with the concepts and methods of 
sociology, .and the issues we have discussed, had upon you as a 
teacher? 
I think the issues are the ones that we have to deal with now; 
they are the issues that affect us, and if wedodge them, we 1 re in 
trouble. I'm not sure if I'll use all of them, but I will defin-
itely use the ones that I am comfortable with. · 
What could be done to improve the institute if we had another one? 
I was real happy with the way this worked out this summer. I don't 
like a lot of structure, a lot of reading, papers to write, and 
things of this sort, It seemed like this one led me into more 
reading than I'd have done otherwise, and reading that I wanted to 
do. I'd like to see you have an experimental class again, but I'd 
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like to see you have a larger class, if possible. It might even 
be a good idea, if itwas possible, for you to have two.· Then may-
be you could run some sort of a comparison or something like that. 
What could be omitted from the institute if we had another one? 
I can 1 t think of anything off hand, - Possibly because of age and 
some other things, I 1m not quite as liberal as some of the people 
in the institute. Some of the things that you have brought out, 
you and the other staff·members, in the institute, I have disagreed 
with, perhaps. I 1m just not that liberal yet, but I feel like I 
have recognized the needs of the students. I go with them just as 
far as I can possibly go. I 1 ve listened to some of the remarks 
made in the classroom, even in the high school class, some profan-
ity I should say .... I never use it in my cl ass room. . Those type of 
words are just not in my vocabulary as far as my classroom goes; 
and I don 1 t think that I 1m being prude or anything like that--! just don 1 t do it. Lots of young teachers now think that this is 
the way they impress students, and I don 1 t think this is the way at 
alL 
What is the most important thing that you have gained from being a 
part of this institute? 
I suppose my fellowship with the various. teachers being in the same 
system, and I 1m quite sure that during the year we will confer 
quite a few times. If I need help, or if somebody else needs help, 
and certainly the passing around of materialsi and things of that 
sort, I think is the best thing to be attained from the institute. 
Is there anything else you would like to speak to that you feel the 
questions didn 1 t allow? 
The major thing is that I 1d like to see all social studies teachers. 
get involved in the same thing. I 1m not quite sure that it ever 
could be made available, and that many of our social studies teach-
ers would take advantage of it. I 1m quite sure, when I go back to 
my school--! have twelve social studies teachers--at least three 
of them I could possibly do something with~ The only thing I know 
to do is to get the kids talking about relevant things in my class-
es and hope that these teachers get worried and want to find out 
for themselves what 1s going on. 
(8) 
(I) What did you expect to receive or gain from being a participant in 
this institute? 
(T) Course I didn 1 t know for sure just how it was going to be set up, 
and didn 1 t know they were going to. use this inductive method. So 
I was hopefully thinking maybe at least I could get some materials 
in my hands that I could use in geography cl ass •. And some of the 
materials I liked, although they are sociology materials, they can 
be used in a geography class. But then after I was here two or 
three weeks, and not only heard them talking about this inductive 
approach, but saw them using it in class, I decided that was some-
thing that I wanted to use. Although I had heard of it for years, 
this was the first time I had seen it the way it was. I 1m hopeful 
that I will be able to use it in my classes, and it will solve 
many problems if I can use it as successfully as I 1 ve .seen it used 
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here. If that does happen, this course will have been of such 
value that it can't be expressed in words; 
What effect has this contact with the concepts and methods of 
sociology, and the issues we have discussed, had upon you as a 
teacher? 
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I think they're valuable because they're relevant to the things 
that are going on now, and it's what the teacher should know about, 
and the students, for that matter. Cause they're interested in it, 
they can see it around them, they can relate tt to their own lives, 
and for this reason I think it's real valuable. I think it's not 
only valuable for them to know these facts, but to adopt attitudes· 
that would be in balance with them. 
What could be done to improve the institute if we had another one? 
If they had another institute in sociology and education, I don't 
know any way it could be improved. I think we're going to have one 
next summer in geography, and if they can bring in as many fine 
materials in geography as they have in sociology, and can use the 
inductive approach, or can join sociology and geography and differ-
ent things together, well, this will also be good. And maybe we'll 
be able to refine this inductive approach, cause most of us won't 
be able to master it in just one year. 
What is the most important thing that you have gained from being a 
part of this institute? 
Just learning about this inductive approach. All the things that 
are involved in it. It involves many things, you know, riot ..j~st 
simply asking questions. The entire approach to teaching is dif-
ferent than what most of us have been using. It seems to over~ 
shadow all the rest. 
Is there anything else you would like to speak to that you feel the 
questions didn't allow? 
There's one thing I will add. I think that Dr. Perkins is probably 
the best model for the inductive approach that I've ever seen. I'd 
like to hope that I might become about fifty per cent as good as 
he is before I come back next summer. 
APPENDIX C 
DAILY LOG 
First Week 
Monday: Dr. Perkins met with the experimental high school class on the 
first day of the institute, while Dr. Selakovich met with the 
secondary principals from the Tulsa School System and discussed 
the problems-centered, inquiry approach to the teaching of 
social studies. In the afternoon session, Perkins met with the 
participants in the institute at the University, and this ses-
sion was devoted mostly to getting acquainted and discussing 
the goals of the institute and the responsibilities of those 
who were involved. A tentative schedule was distributed, and 
the teachers divided into five groups ranging in size from five 
to eight people. Each group was responsible for teaching the 
experimental high school class for one week using the inquiry 
approach. The subject matter would be selected by the high 
school class about a week before the group presented it to them. 
This gave each group about one week in which to prepare the 
necessary materials--a unit--for their presentation to the high 
school class. 
Selakovich met with the principals again in the afternoon, 
and continued to discuss the inquiry approach to teaching and 
the 11 new 11 social studies, The School Opinion Survey was admin-
istered to all those involved in the institute on this day, 
i,e,, the experimental high school class, the principals, the 
teachers, and the institute staff, There was some interest in 
organizing both a bowling team and a softball team to partici-
pate in the summer athletic program of the University. The 
four SRSS Episodes in Sociology were distributed among the 
teachers for them to examine and become familiar with; the 
materials from Prentice-Hall also arrived and were distributed 
among them, with the exception of two of the books which were 
delayed in shipping, This group of teachers seemed to be very 
excited about the institute, the materials, and the chance to 
work with an experimental high school class while practicing 
the problem-centered inquiry approach to teaching. They seemed 
anxious to begin. 
Tuesday: Perkins and Selakovich met with the principals for both a morn-
ing and afternoon session, and the principals returned to Tulsa 
at the end of this day. Selakovich met with the high school 
class during the morning session, and Group I also attended 
this session to become familiar with the students and to 
l &: ,:: 
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discuss the topic they would be presenting next week. The 
main goal of this session was for the students to define some 
problem they wished to attack. Selakovich detected some com-
munication problems, and felt that this would be a good oppor-
tunity to utilize the SRSS Episode on Testing for Truth. The 
teachers conducted their morning session at the University with 
Johnson spending about thirty minutes with each group discuss-
ing the goals of the institute and their part in the fulfill-
ment of these goals. Dr. Crockett and his staff from Arts and 
Sciences Extension furnished a large coffee maker and many cups 
to provide coffee for the staff and participants of the insti-
tute, He also furnished a large room in the Life Sciences 
Building of the University for morning and afternoon sessions. 
The Stillwater High School Administration furnished a room at 
the High School in which the experimental class was conducted. 
Selakovich met with the teachers during the afternoon 
session at the University, and spent some time discussing the 
problem-centered, inquiry approach to teaching and the 11 new 11 
social studies. It was decided during this session that it 
would be best to begin tomorrow at the High School with the 
SRSS Episode on Testing for Truth, and allow Group I to begin 
their unit next Monday. Mr. Muncy and Miss Kime volunteered 
to present the episode on Testing for Truth to the high school 
class tomorrow, but since this did not allow them much time to 
prepare, they asked Johnson to assist them with statistics 
involved in this particular episode--chi square. Each group 
will attend the morning high school class at least once between 
now and Friday for the purpose of observing the interaction 
between the class and those presenting the Testing for Truth 
Episode, and to get some idea from the class on the areas or 
issues they wish to pursue. The room in the Life Science 
Building of the University will be stocked with sociology and 
social science books furnished by the staff. The object of 
this is to provide books of interest to the participants so 
they may read as much and as often as they desire. Hopefully, 
the staff will provide the incentive to explore certain areas 
and issues that are discussed during the six weeks the insti-
tute is scheduled to occur. This library will be run infor-
mally, with the teachers simply removing any book they desire 
to read from the shelves and keeping it as long as they desire. 
Wednesday:Selakovich met with the high school class along with Group II 
and Group III. Muncy and Kime began the episode on Testing 
for Truth with the class. Perkins met with the remaining par-
ticipants at the University and began a series of sociological 
discussion sessions that wo~ld continue throughout the insti-
tute. The tentative schedule calls for-Perkins and Selakovich 
to alternate during the morning sessions for the remainder of 
the institute; while one is with the high school class, the 
other will be conducting a discussion session at the University 
with the remaining participants. They will alternate with 
these groups each week, Johnson and one of the staff members 
will always be available to assist the teachers with any prob-
lems they are having, while one of the groups and the remaining 
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staff member will be with the high school class working through 
their unit, This high school class meets from 8:00 A. M. to 
12:00 noon, The afternoon sessions will be devoted to: (1) 
discussing those problems that occurred during the morning 
session at the high school; (2) planning what to do the fol-
lowing morning with the group that is conducting their unit 
at the high school; and (3) discussing relevant sociological 
and teaching methodological issues. In the session conducted 
this afternoon, the teachers seemed to be very excited and 
enthusiastic over the prospects offered by the institute. 
They have somewhat relaxed now and are becoming better ac-
quainted with each other and the staff members. Miss Kime 
spoke to the others about some of the problems encountered by 
her and Mr. Muncy during their morning with the high school 
students. She indicated that the students had chosen preju-
dice as the topic they wished to research, and also as the 
topic they wished to pursue with Group I the following week. 
The students had divided into two groups with Muncy advising 
one group, and Kime advising the other. They ran into diffi-
culty with regard to certain areas of the Testing for Truth 
episode, e.g., questionnaire construction, sampling techniques, 
coding, testing for significance, etc. Johnson said that he 
would meet with the two groups tomorrow morning to aid them in 
these areas of difficulty. Leadership in the high school 
class seems to be vacillating between two male students; Jess, 
a senior Indian student, and Jimmy, a senior black student. 
When the students divided into the two groups to pursue the 
Testing for Truth episode, Jimmy and Jess ended up in the same 
group with all the rest of the boys in class, while the girls 
all segregated into the remaining group. The girls felt that 
they needed a male to aid in the decision making, and Jess 
saw this as his opportunity to assume leadership without com-
petition for it. But when he came to this group he professed 
that he did not wish to pursue the topic of prejudice, but 
felt that sex would be a more appropriate topic. The girls 
reacted 11 thumbs-down 11 to this, and the topic of drugs was 
selected as a compromise, Muncy expressed that he was some-
what confused with this episode, and that he would welcome any 
help that might be available, 
Kime organized the other group, which was composed of the 
remaining boys in the class, and they actively pursued the 
topic of prejudice for the remainder of the morning, The 
afternoon session ended with almost everyone in the institute 
excited about the potential of the high school class as a lab-
oratory for experimenting with the new problem-centered, 
inquiry approach to teaching. 
Thursday: Today saw Perkins and Johnson at the High School, with Groups 
IV and V also in attendance to observe the proceedings and be-
come familiar with the high school students, Muncy and Kime 
continued in their pursuit of the episode on Testing for 
Truth, Selakovich spent the morning at the University with 
the remaining groups~ discussing the organization of their 
units, The morning at the High School began with Johnson 
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lending assistance to the group which Kime was leading. This 
group was having some difficulty establishing a testable 
hypothesis, They were still concerned with prejudice, and 
wished to relate it in some meaningful manner to social class, 
but they seemed to be more interested in the interviewing it-
self than in the establishment of a testable hypothesis and 
the creation of a questionnaire which was directly related to 
that hypothesiso Eddie and Jimmy had interviewed some of the 
people in their Black community the night before, and there was 
general agreement that we might all profit by listening to this 
tape, We brought both groups together and circled the chairs 
while Eddie proceeded to play the tape. The tape lasted for 
about thirty minutes, and provided the group with some very 
interesting issues. Eddie and Jimmy recognized this moment as 
one which offered the group an excellent opportunity for com-
munication, but since no one seemed to know what to do or say, 
it was decided that a short break was probably in order at 
this pointo When we returned from the break, the groups sep-
arated again and the opportunity for communication seemed to 
have slipped away. 
Jess did not attend class today. He has apparently exper-
ienced some difficulty in assuming leadership with the group of. 
girls, and I fear that we may be losing him. Jim Hill agreed 
to become a member of the all-girl group. He seems to have a 
good deal of confidence in his ability to make decisions and 
follow through with them. Muncy seemed to be experiencing 
some trouble getting this group to make a decision on their 
hypothesis, Johnson took advantage of this opportunity to 
enhance the self-concept of these students by letting them 
know that their ideas were very good and that the hypotheses 
they were considering were a 11 topics that would prove inter-
es ting if pursued, They were concerned with the area of drugs, 
and with attitudinal comparisons between high school and col-
lege students. They spent the remainder of the morning working 
up a questionnaire that probed these attitudes toward drugs, 
and set about to administer it to high school and college stu-
dents. 
In Kime 1s group it seemed that no agreement could be 
reached concerning what hypothesis should be tested, and so it 
was decided that they would simply go out into the community 
and interview people in a random fashion. Eddie and Jimmy 
agreed to extend their interviews to the White community. At 
the conclusion of the high school class, Kime approached 
Eddie and asked him if he would consider bringing his taped 
interview to the afternoon session at the University so that 
the other teachers might have the opportunity to hear it. He 
agreed to do so. 
Eddie brought the tape to the afternoon session and we 
began by hearing it. Between the end of the morning session 
at the High School and the beginning of the afternoon session 
at the University, Eddie and Jimmy had gone into the White 
community to interview more people. The teachers and staff 
listened to the tape, and·. found it very interesting. This 
tape got close to some sensitive issues, and since there were 
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some seven Black teachers in the institute, plus Jimmy and 
Eddie, the discussion opened up nicely and became quite heated. 
The communication opportunity that had been allowed to slip 
away this morning was seized at this time by those present 
at this session. Feelings were expressed openly, and a sense 
of comradeship seemed to emerge during the latter part of this 
session, The meeting concluded with a summary of events to 
this date, and bringing together all of the goals and plans of 
action for the remainder of the week, 
Friday: Today saw Perkins at the High School, and Selakovich at the 
University, Johnson found a room and some video-tape equip-
ment so that the group might have an opportunity to see a 
session taped by Selakovich in which he discusses some of the 
problems encountered by beginning teachers with a group of 
practice teachers under his supervision. The film was sched-
uled for the afternoon session, 
At the High School, the students were still working with-
; n the two groups, In the group led by Kime, some of the 
students brought their interviews to class and the session be-
gan with them playing the tape for the group. By listening to 
the tape, it became evident that there was general confusion. 
as to the purpose of the interviews, This stems from an inad-
equate definition of the problem to be investigated and state-
ment of the hypothesis to be tested. The tape was reviewed 
for its faults, and the boys in the group reorganized their 
interview questions and left to collect more data. The con-
fusion in this group is beginning to cause some hard feelings. 
Perhaps we can look for a conflict situation to emerge some-
time in the near future, Muncy 1 s group seems to be progress-
ing very well, He brought the questionnaire to be distributed 
by the students, It asked the question, 11 Would you support 
the legalization of marijuana? 11 The students were to sample 
both college students and high school students to test the 
null hypothesis that there is no difference in the attitudes 
of college and high school students where drugs are concerned. 
The data they wi 11 gather wil 1 be in the form of frequency 
responses to be placed into cells appropriate for a chi square 
test of independence, While they were distributing the ques-
tionnaires at the University, Muncy and Powers took some pic-
tures, This group is well organized and appears to be learn-
ing a great deal from this experience, 
During the afternoon session, Selakovich and Muncy set up 
the video tape, and we watched the above mentioned film. Many 
of the problems of prejudice came through in this film, and we 
spent the remainder of the afternoon discussing these problems. 
We said good-bye for the weekend, anticipating a new start on 
Monday, 
Second Week 
· Monday: Selakovich spent the morning at the High School, where he will 
be in attendance for the entire week, Muncy and Kime contin-
ued their groups, with the hope things could be concluded 
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today and that Group I could begin their episode on Prejudice. 
The discrepancy between the two high school groups became evi-
dent today,·as Muncy 1s group was highly.organized and found 
themselves in the latter stages of the.hypothesis testing pro-
cedure. They had gathered all of the data and used the first 
part of the morning session to tally their frequency counts 
for each cell. Johnson spent a short time explaining the 
theoretical basis ofa probability conclusion based on a chi 
square test of independence, and showing the procedural steps 
involved in calculating a chi square. Kime's group seemed to 
find themselves at loose ends, and a certain amount of confus-
ion had set in as to just what they were trying to accomplish 
and what they would have when the project was finished. Most 
of the group did not report to class this morning, because 
they were in the field attempting to gather some last-minute 
information from residents of the community. 
Perkins spent the morning at the University with the re-
maining groups (Group I attended the High School session to 
observe). He will be in attendance there for the remainder of 
the week, He probed into some issues concerning the inquiry 
approach to teaching, and Black-White understanding, with each 
person attempting to work through the philosophical aspects at 
his or her own level ot awareness, and to become acquainted 
with the problems and perspectives of their fellow teachers. 
During the afternoon session the participants and staff 
of the institute met back at the University, which will con-
tinue to be the format for the remainder of the institute, to 
discuss the problems encountered to date and those that can be 
anticipated in the future. The two main topics for this ses-
sion were: (1) a review of the events that have occurred at 
the High School to date, and especially those that occurred 
this morning, and (2) a presentation by Johnson on the theo-
retical foundation of a probability conclusion based on the 
distribution of a chi square test of independence. Concerning 
the former, after the morning break, Kime and Muncy brought 
both groups together for a review of.what had been accomplished 
through the pursuit of the Testing for Truth episode, and some 
collective criticism. During this session, Kime made reference 
to the fact that the group 1 e d by Muncy had progressed some-
what further toward gaining an understanding of hypothesis 
testing and probability conclusions than the group led by 
herself. At this time the conflict situation that had been 
emerging for the past week, climaxed. For a short period of 
time there seemed to be complete chaos, with the brunt of the 
hostility directed toward Kime for daring to make such an ac-
cusation. It was some thirty minutes before control of the 
group could be regained and organization restored. They at-
tempted to pull things back together and were able to carry on 
a somewhat rational discussion for the remaining hour of the 
class. They closed this session with the hope that the Testing 
for Truth episode could be completed during the first part of 
the class tomorrow morning, and Group I could begin with their 
presentation of the Images of People episode, which is con-
cerned mainly with stereotyping and prejudice. After this 
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discussion, Johnson presented a short lecture on the probabil-
ity and assigned some problems using chi square to be turned 
in during the afternoon session tomorrow. This concluded the 
day's activities. 
Tuesday: Selakovich will remain with the high school class for the re-
mainder of this week, while Perkins will continue to meet with 
the remaining groups at the University. Johnson will be open 
for use in both locations, depending on what needs arise. 
Kime and Muncy utilized the first part of the morning session 
to conclude the Testing for Truth episode, They brought both 
groups together and discussed what had been accomplished by 
pursuing this episode, and what they could have done to make 
it better. 
After the morning break, Group I began their episode on 
Images of People, Apparently they encountered some of the 
usual problems that can be expected when beginning a project 
of this sort with a new group of students, but all things con-
sidered, they felt that the session was very successful. The 
afternoon session was spent discussing some of the problems 
encountered by Group I during their morning with the high 
school class, Selakovich presented a summary of the staff 
meeting that took place yesterday after the institute was 
adjourned for the day, The main emphasis was placed upon 
each group organizing their unit for presentation to the high 
school class, and for further use in their own classroom dur-
ing the coming fall semester. 
The leadership structure among the participants in the 
institute is beginning to emerge, After a week together, the 
teachers are now starting to speak their mind without fear of 
being 11 put down, 11 Among the older teachers there are a couple 
of department heads who are very concerned with the utility of 
the problems-centered, inquiry approach to teaching, and with 
the development of this approach around a sound structure of 
available materials, e,g,, the SR~S episodes, the Prentice-
Hall materials, the units developed by each group, etc, Their 
views are seen as somewhat conservative by a group of the 
younger teachers who are more concerned with the desires and 
needs of individual students than with the development of a 
structured approach to teaching, It will be interesting to 
observe their interaction through the remainder of the insti-
tute, and since they are all from.the same school system, to 
see what role the emergent leadership structure plays upon 
their return to this school system, . During the latter part 
of this session, Johnson passed out a chi square worksheet and 
spent about an hour discussin~ this statistical technique and 
working some problems with the class, Most of these teachers 
have a lack of confidence in their ability to understand the 
theoretical foundations of simple probability theory and to· 
work with the statistical techniques such as chi square. 
The softball team plays their first game this afternoon. 
Wednesday:Group I continued at the High School with the episode on 
Images of People, They worked through some of the exercises 
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in this episode with the class, and felt that with the excep-
tion of a few moments, the morning was highly successful. 
During the afternoon session, some of the members of 
Group I discussed the good and bad points of their morning at 
the High School. The participants were noticeably of high 
spirits today, and everybody seemed to have undergone some 
experience that has bound them closer together and developed 
a sense of community which is shared by a majority of the par-
ticipants and staff. This sense of community and esprit de 
.£e!.Pi seems to be .traceable to the sharing of two events; ( l ) The softba 11 team played its first· game yesterday after-
noon. Most of the males under fifty years of age came out to 
play, and many of the other members of the institute were 
there to offer support. It seems that a certain closeness was 
born at this time between all who participated in this first 
game, which we lost. Irvin Brown was chosen to be the coach, 
a duty he is somewhat accustomed to assuming, and he proved to 
be an excellent selection for that position. He has a built-
in competitive spirit, but is sensitive to the fact that all· 
who offer their skills in this quest must be utilized if the 
group is to grow toward attaining a sense of community during 
the six weeks we will be together~ We wi 11 play about seven 
games during the summer, and this shared activity could prove 
to be a significant factor in evaluating the success of the 
institute .. (2) The morning. sess.ion was. conducted by Perkins 
. and was one. in which the inquiry approach proved to be an 
important factor in a 11 owing the group to get to the heart of 
certain issues and to feel or empathize with others in the 
group for possibly the first time. Between these two shared 
experiences, the incipient qualities of a sense of community 
seemed to emerge. The remainder of the afternoon was spent 
discussing further plans for the high school class, with 
emphasis placed on the organization of Group I 1s unit, which 
is primarily built around the SRSS episode on Ima~es of 
People. Two films concerning prejudice and discrimination 
have been scheduled for viewing tomorrow afternoon. If these 
films prove interesting enough, they will be shown to the high 
school students the following day. 
Thursday: This morning, Selakovich and Group I were again at the High 
School with the experimental class. Group V also attended to 
gain a better perspective of this class and to watch the man-
ner in which Group I was handling the presentation of their 
unit--prejudice and stereotyping. The remaining groups met 
at the University with Perkins and experienced what was later 
to be recognized as the highest point of the institute. Per-
kins and the participants found themselves involved in a dis-
cussion that extended to the very core of their beliefs and 
values. Many were very threatened by the experience,. but all 
felt that they grew closer to and gained a greater understand-
ing of their fellow participants. 
The participants in the institute have listed some four-
teen topics they feel are worthy of discussion at some time 
during the institute. This list was duplicated and 
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distributed to all members of the institute. Topics for 
future discussions will be taken from this list. During the 
afternoon session, Group I reviewed the events of their morning 
at the High School. The topic of discussion at the High School 
was the same as that which the teachers were discussing at the 
University--prejudice and stereotyping. The two discussions 
paralleled each other in many ways, with the main differences 
stemming from differences in levels of abstraction. Both 
Perkins and Selakovich are as skilled in the method of inquiry 
teaching as one might think it is possible to be. But they 
approach this method of teaching with different goals in mind. 
While Selakovich 1s skills stem from his ability to exploit 
inductive reasoning to its fullest capacity, leading the group 
down a path of conclusions to that point where they are able 
to see the 11 right 11 answer, Perkins• skills seem to lie in his 
ability to stimulate a group to engage in dialog for the pur-
pose of broadening their understanding of each other and, 
hence, of the concepts with which they are dealing, and to 
allow each person to draw his own conclusions from the exper-
ience and fit it into his own meaningful frame of reference. 
It will be interesting to observe the interaction of the par-
ticipants with these two va.rying methods of teaching. The 
afternoon sessi.on broke up early today. Group II gained some 
structure for their unit from the high school class this 
afternoon. They requested that drugs be their next topic for 
discussion, and Group II has already begun preparation for 
their week at the High School. The Prentice-Hall book on The 
Drug Scene has not arrived yet, and Group II is planning its"" 
unit without the aid of this supplement. With the early ad-journment, Group II took this opportunity to preview .three 
films that might be appropriate for viewing during the pre-
sentation of their unit next week. 
We had -0ur first social event this evening. The staff, 
i.e., Crockett, Selakovich, Perkins, Muncy, and Johnson, fur-
nished some beer and pop, and we all met at Boomer Lake to 
talk informally and get to know each other better. The party 
began at about 7:00 P. M., and continued until aboµt 10:00 
P. M .. The morale of everyone in the institute seems to be 
very high, and seemed that all those who attended the party 
had a good time and enjoyed the social exchange. The leader-
ship among the participants in the institute seems to be cen-
tering around two of the black members, i.e~, Irvin Brown and 
Elijah Adair, and Charlie Cobb for the younger members, and 
around some of the department heads, i.e., O. D. Bell, James 
Teel, and Wes Gulliksen for the older'members. There remains 
this apparent dividing among the participants into two fac-
tions or ideological orientations, marked specifically by age 
differentiation, with some noticeable exceptions. The younger,. 
more liberal faction~ seems to be exerting .greater influence 
upon the temper or frame of mind of the institute to this 
point. 
Friday: Group I finished the unit on prejudice and steretyping at the 
High School this morning. They used the film, The Eye of the 
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. Beholder, to sum up the week's activities, and found it excel-
lent for the purpose of explaining nearly all of the issues 
that had been discussed during the week, but somewhat inade-
quate as an instrument to stimulate discussion. It was Fri-
day, and the students seemed a little restless. They also 
seemed somewhat bored with the topic and ready to begin 
something new. Johnson met with the remaining participants 
Third Week 
at the University, and led the discussion session this morning. 
The discussion centered around the distinction between the con-
cept approach and problems approach in sociology. At the con-
clusion of the discussion session, the teachers summed up what 
they felt they had gained in their two .weeks of participation 
in this institute. They also indicated those areas they would 
like to pursue during the remainder of the institute. Most of 
them felt that the most important thing they had gained from 
the institute was a sense of community with their fellow 
teachers that would last a great deal longer than the time 
span of this institute. Something that could not be passed on 
to those teachers in their school system that had not shared 
this experience with them. Many have become aware of situa-
tions in life that they were oblivious· to previously. The 
Blacks and the Whites of the institute had gained a certain 
empathy for each other that is truly remarkable. 
During the afternoon session, Group I summarized their 
week at the High School. Also, the format for next week's 
unit was outlined briefly. The leadership of the group seems 
to be stabilizing around those individuals mentioned earlier, 
with Irvin Brown assuming most of the responsibilities of this 
role; both functionally (coach of the softball team), and 
intellectually (offering many ideas in the discussion sessions 
that are respected and internalized by other members of the 
group), 
Monday: Perkins and Selakovich changed places for the new week--
Perkins moving to the High School, and Selakovich joining the 
. remaining teachers at the University. Selakovich conducted a 
discussion on the "new social studies," which evolved into a 
discussion of citizenship and responsibility of an informed 
populace, Group I returned to the High School this morning to 
finish their unit on prejudice and stereotyping. When this 
was wrapped up, Group II introduced their topic--drugs. They 
spent the remainder of the morning talking with the class · 
about how they would like to approach this subject, and dis-
cussing various t~ings that might seem interesting to try. 
During the afternoon, the discussion centered around the 
responsibility of the teacher when the student confides in 
him. This discussion arose from the morning session at the 
High School when the topic was drugs. It dealt with the rules 
that are present in most high schools concerning the use of 
drugs, and with the teacher's conflicting responsibility to 
these rules and to the student who confides in him with refer-
ence to his use of drugs. After the session ended, Group II 
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met for an hour or so in our adjacent planning room, to plan 
the next day's activities at the High School. Group III also 
took this opportunity to have their first planning session, 
since the high school students selected the topic they wished 
to cover next week--sex. Some of the teachers in this group 
are a little apprehensive about the topic, but this will prob-
ably work itself out in time. 
Tuesday: Group II decided to show the film, A Long Day's Journey Into 
Night, by Eugene O'Neill, because one of the members of this 
group has access to a film library in Tulsa. The film con-
tains four reels and lasts approximately three hours, includ-
ing the time for rewinding and changing reels. It deals with 
drug addiction and alcoholism in a somewhat Victorian setting. 
After two reels of the film, all concerned were bored to tears 
and most felt that it failed to relate to the problems of drug 
usage in conte:mporary society. Muncy brought hi'-s video taping 
equipment and set it up in the room adjacent to the room in 
which the film was shown .. At the conclusion of the film, the 
students and Group II gathered around a table and discussed 
the merit of this film and some issues relating to the problems 
of drugs, while Muncy recorded the sessions on video tape. 
The afternoon discussion progressed into an issue that 
has continuously emerged during our sessions at the University 
--the individual vs. society. Most of the issues that are 
relative to sociology and, thus, the subject matter of this 
institute, must confront this basic problem and .deal with it 
in some way. While dealing with this problem,· the feelings 
and commitments of most of the participants surfaced sufficient 
for dialog, and the exchange that took place was somewhat 
heated, to state it conservatively. The problem is central in 
our society at the present time. It finds national expression 
in what is often referred to as the 11 law and order" issue. 
Law and order vs. individual freedom; and the concept of jus-
tice stands firmly in the center of this issue. The issue is 
one that is difficult to fake, and most people find that their 
philosophy of life is embodied deeply within their commitment 
to this problem of social control and freedom; so much so that 
to discuss it is to dichotomize most social groups. This 
offered the first real opportunity during this institute to 
find out just where most people stand, and to explore the var-
ious philosophies of life represented here .. 
Wednesday:Group II continued at the High School presenting the topic of 
drugs to the students. Adair assumed the leadership of the 
group, and has been leading most of the discussions with the 
high school students. He is an outspoken, articulate, ydung 
Black teacher, and his confidence and self-a~surance command 
respect from both the students and his fellow teachers. Dur-
ing the first half of the session they discussed the effect 
that the presence of drugs has on the school environment. 
Then for the remainder of the morning, the discussion focused 
around a presentation on drugs and the lawr which was present-
ed by one of the local detectives on the police force. The 
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students were very impressed by his deep concern and commit-
ment where drug abuse was concerned. He did a lot to blur 
their stereowre of the police officer as a 11 pig. 11 The after-
noon session centered around a discussion of what occurred 
during the morning at the High School, and what would be the 
best approach to bringing the subject to a close. The teach-
ers received their first pay checks, and everyone seemed to be 
in good spirits because of this. 
The bowling league was formed, and bowled for the first 
time Tuesday evening. About twelve of the ins;titute partici-
pants are bowling in the 1 eague. The softba 11 team 1 os t its 
third game in a row Tuesday afternoon in an overtime heart-
breaker. One of the noticeable things about this team is the 
attitude of acceptance. Although everyone is committed to 
winning, no one is humi.1 iated by a team member who makes a mis-
take or doesn't do as well as he might have. The feelings and 
personality of each individual person is given a premium. 
These people truly respect and care for each other, and they 
have shown this by .placing a higher value on the worth of each 
individual than on competition and its premium on winning. 
The participants announced today that there would be a social 
get-together on Thursday evening at the same place as before; 
the difference being that they would furnish the refreshments 
this time. Everyone seems to be anxiously anticipating this 
party, .with the hopes that it wi 11 prove as stimulating and 
entertaining as the last one. 
Thursday: Group II utilized the simulated society approach with the high 
school students this morning. They asked the students to set 
up their own society, with laws and rationales for the laws. 
They were specifically to deal with drugs and drug legisla-
tion. The students were very receptive to this.approach, and 
they asked the teachers to leave them alone while they worked 
out the details. They used the entire four hours of the morn-
ing session, declining a break when it was offered to them. 
Johnson spent most of the morning working with Group III 
on their topic--sex. They seem to be getting things together 
now, and except for the 11 delicacy 11 of the topic, they are now 
quite well prepared to move into the high school setting with 
some good inquiry material. During the afternoon session, 
Group II reported on the sdmulation experiment and developed 
their plans for closing the topic of drugs. After this, 
Perkins spoke on the subject of communicating through a silent 
dimension. The subject has been explored extensively in 
Edward Ha 11 1 s The Si 1 ent Langu~e, and is concerned with cultur-
al influences on human perception; the way in which the indi-
vidual 1s culture limits and defines his perception of time, 
space, color, etc. His presentation stimulated a very good 
discussion period in which we explored this cultural variable, 
and each person took a little time to analyze his own mind set 
with regard to this 11 silent 11 dimension of his personality. 
The second social event took place Thursday evening at 
the same picnic area as before, and we let our hair down a 
little and everybody had a really good time. Most of the 
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participation in these social affairs is by the younger, more 
liberal, teachers in the institute. It does give them the op-
portunity to come closer together in an informal setting, and 
to develop friendships that could carry over into next year's 
return to the Tulsa School System, It also provides an oppor-
tunity to soci a 1 i ze. with the staff of the institute on an 
informal basis, which lends support in the attempt to weaken 
the boundaries between students and teachers. 
Friday: The concluding day of the third week of the institute saw 
Perkins at the High School with Group II, as they brought the 
unit on drugs to a close. A friend of Miss Kime's came over 
from Tulsa to lead an informal discussion with the high 
school students on the uses and abuses of drugs; His exper~ · 
tise with the subject matter derives from his former capacity 
as a user of drugs. The students were very impressed with · 
this individual, and they seemed to respect his opinion very 
much. They asked him questions concerning the effects of cer ... 
tain drugs and how and why he became an ex-drug user. His 
presentation was very informative to all those who were pres-
ent. Selakovich concluded his week at the University by 
summing up the week's topic--methodology and techniques of 
teaching the problem-centered, inquiry approach to social 
studies. The afternoon session was devoted to wrapping up the 
week 1 s activities and outlining tentative plans for Group Ill's 
unit on sex, to be presented next week, Five of the high 
school students decided to attend the afternoon session today, 
something we have been asking them to do for the entire week. 
They participated in the evaluation of the institute to this 
point. 
One of the striking factors within the system of evalu-
ation of the students is their affinity to younger teachers. 
They seem to vibrate closer to those teachers that are both 
young and somewhat liberal. Most of the teachers in Group I 
were over forty years of age, while those in Group II were 
mostly around thirty. The students felt that the week .on 
drugs was far more successful than the week on prejudice and 
stereotyping. Of course, there are many more variables that 
contribute to this evaluation by the students, but they felt 
that these two were very important. It will be interesting to 
observe the interaction between the students and the teachers 
in Group III next week. Group III is composed of six very 
young teachers and one middle~aged male and female, but the 
ideological orientations of these eight members run from very 
. liberal to moderately conservative, whereas in the former two 
groups, the ideological orientation of the members was some-
what the same within each group. This variance, along with 
the sensitiveness of the topic--sex--should contribute to 
some communication complications during Group Ill's presenta-
tion next week. During the evaluation of the institute, most 
of the participants agreed that it had far exceeded their 
expectations. The sense of community that had developed dur- · 
ing the first half of the summer was something no one really 
expected to happen. In fact, many felt that things had gone 
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so well that it would be difficult for the second half to 
equal it, It seemed as though they wanted to cast this feel-
ing into a sacred mold to prevent it from passing with time. 
Fourth Week 
Monday: Selakovich is with Group III at the High School this week, 
while Perkins conducts discussions at the University with the 
remaining teachers, The teachers in Group III 11 collided 11 with 
the high school students this morning, They had prepared a 
list of subtopics for the students to examine, and they brought 
a great deal of resource materials for them to explore. The 
students felt that the teachers were controlling and directing 
their behavior with regard to the subject matter, and they did 
not like being told what to study. They totally rejected this 
approach and told the teachers they didn't want to do it that 
way, Ffoa lly, they divided into three groups, with about four 
students and three teachers in each group. Each group decided 
what issues it would pursue, and the students were allowed to 
change groups if they wished to do so. Actually, it was more 
confusing than informative, but no one interfered with them~ 
as there is a lot ot be learned from this sort of confusion. 
During the af~ernoon session, the teachers discussed the 
events of the morning at the High School, and attempted to dis-
cover why communications seemed to break down. Group III 
plans to show a film on sex education to the students tomor-
row, Perhaps the communication gap will close with the passing 
of time, as both students and teachers have the opportunity to 
talk and become better acquainted. 
Tuesday: Group III presented the film to the high school students this 
morning, It was a film depicting the value of remaining a 
virgin prior to marriage, and the mental pain and anguish that 
can result from not following this .orientation in life. It 
followed the college life of two girlsi one gets involved 
sexually with a boy who discards her after obtaining .his goal, 
while the other 11 plays her cards wisely 11 and after refusing to 
submit to her passions, wins the hand of the boy she has held 
at bay, Many of the teacrers, while discussing this film dur-
ing the afternoon session, felt that the film was very one-
sided, presenting only that one point of view that is somewhat 
prevalent in America and other Christian societies. They felt 
. that rather than leave the matter open for the individual to 
weigh the evidence and draw his own conclusions,· the film 
chose to deal with half-truths and draw value oriented conclu-
sions from these half-truths, while some of the other teach-
ers felt that the film represented the correct values and 
normative structure for young people to follow, and saw it as 
excellent in the moral message it delivered. Some of the stu-
dents were also divided in their evaluation of the film, and 
they attended the afternoon session and jqined in the debate. 
This led to a discussion of the so-called' 11 new sexual moral-
ity;" in which the boundaries between the liberals and con-
servatives in the institute were reinforced a great deal, 
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The discussion progressed to one in which the 11 generati on gap 11 
became the focus of attention, Margaret Mead's new book, 
Culture and Commitment, was utilized to analyze this communi-
cation gap between generationso It was felt by most that the 
afternoon's exchange was a profitable one for all; regardless 
of how one viewed the value of the film. 
Group III plans to continue the discussion of this film 
with the high school class tomorrow morning, after which they 
have something special in store for the remainder of the morn-
ing, The students wanted to take this opportunity to discuss 
certain important questions they had about sex with some open-
minded members of the cloth, Some of the members of Group III 
obtained the services of three clergymen for a discussion of 
sex and the Churcho This will take place on Wednesday morning. 
Wednesday:Group III was in their third day with the high school students, 
discussing sex from as many points of view as possible. The 
students at the High School discussed the film and some other 
things pertaining to sex for the first hour or so of the morn-
ingo After the break, the clergymen arrived and led a dis-
cussion on the role of the Church with regard to sex. Each 
clergyman--Baptist, Presbyterian, Catholic--presented his 
views with relation to the Church, then the students directed 
questions to the three-man panel, The session actually pro~ 
gressed into a debate between the three representatives of the 
Church, which the students alertly perceived and called atten-
tion to when the gentlemen had left. The students proved very 
unruly for about the first thirty minutes of this presentation, 
a factor that tended to make the three guests quite uncomfort-
ableo But they settled down after a while and became very 
interested and committed to the discussion. When asked why 
they did this, they said that it was to punish the members of 
Group III for their authoritarian approach in the teaching of 
this subjecto They felt that the teachers had not been recep-
tive to their suggestions, and had forced them to limit their 
investigation of the subject into a narrow channel. When the 
teachers heard this they were shocked, because they felt that 
their approach was very liberal and open-minded, and that they 
had covered the subject quite thoroughlyo The lesson that 
they learned from this was indeed beneficial--often a teacher 
can feel that he is very successfully communicating with his 
students, while the students feel that the opposite is true, 
and often a teacher might feel that things aren't going well 
at all in his class, while the students' evaluation of the 
course is nothing short of excellento 
During the afternoon session an attempt was made to anal-
yze what had occurred between the students and teachers of 
Group IIIo Some of the basic sociological concepts were util-
ized to help facilitate a sociological understanding of the 
situationo We looked at the authority structure of the group 
and attempted to integrate this structure with the norms and 
values that controlled it. Most of the teachers realized that 
they had somehow managed to stifle the students' attempts to 
direct their own search into the subject matter, At this time 
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the situation is somewhat confusing for both Group III and the 
high school students, but it would appear that much has been 
gained by the mistakes that have occurred thus far, which is 
analogous to the growth of individual personalities in many 
respects. It remains to be seen just what utility these con-
flicts have for those involved. 
Thursday: This is the final day of the fourth week because of the three-
day Fourth of July weekend. Group III concluded the unit on 
sex this morning. The Catholic priest that participated in 
the panel yesterday, returned this morning and presented the 
students with a 11 psychometric love test 11 --a test designed to 
measure one 1s capacity as a lover. He procured the test from 
Cosmopolitan magazine, and the validity of it is certainly 
... questionable. But the students enjoyed taking it, and it did 
make one overriding point--a good lover is one who considers 
his partner first---a point that is worth emphasizing early in 
the child 1s life, During the afternoon session it was dis-
covered that Group III was quite disappointed with their effort 
at the High School this week. It remains to be seen whether or 
not such an experience is beneficial or detrimental. Perhaps 
the mistakes that were made during the week will serve as 
lessons for the members of this group, and perhaps this is a 
better teacher than success. Actually, any generalizations 
concerning the effect of this total experience on the group are 
spurious, because the experience was different for each member, 
and any meaning that stems from it is limited to how the indi-
vidual views and evaluates it, Each person must assess and 
give meaning to the experience within his own frame of refer-
ence, and what embitters and turns one person against the 
inquiry approach to teaching might serve as a source of posi-
tive motivation for another. One thing is certain; inquiry 
teaching, if done right, is not a situation in which the auth-
oritarian personality will be at ease. The atmosphere is one 
of discovery and often confusion, and this might prove too 
unstructured for the individual who seeks to control and man-
ipulate those around him. 
Fifth Week 
Group IV will present their unit to the high school class 
next week. It looks like the topic will be taken from the 
Prentice-Hall book on Crime and Criminals,· 
It would seem that there was a peaking at the close of 
last week. The members were all less enthusiastic during the 
fourth week, and it might be accurate to say that interest is 
declining since the high point last week. Perhaps a second 
emotional peak will be attained during the final two weeks of 
the institute, If not, the remainder of the six-week session 
may prove to be a very difficult race to finish. 
Monday: Group IV is the youngest of the five groups, with an average of 
twenty-four years, They introduced their unit to the students 
this morning by starting off with a sort of informal talk ses-
sion in which the students made known their desires and 
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interests in dealing with the topic of crime. Perkins is 
again at the High School, while Selakovich is conducting the 
morning discussions at the University. Group IV had scheduled 
a tour of the county jail and the kids were very excited about 
the prospect of vi.siting this pla.ce and observing what goes on 
there. They also sat through the proceedings of three court 
cases. The deputy sheriff took them through the jailing area 
and seized this opportunity to preach the 11 law and order 11 doc-
trine to some potential converts. His name was 11 Junior, 11 and 
the kids saw him mostly as a 11 joke. 11 
During the afternoon session, some of the high school 
students came to the University to discuss their trip to the jail and courtroom with the teachers. Everyone involved at 
the High School this week felt that the trip was very informa-
tive and perhaps the most successful beginning for any unit 
presented thus far. This is interesting, considering the con-
flicting ideologies represented in this group. It will be 
interesting to observe the progression of this week at the 
High School, with the potential for conflict within this group. 
Perkins has a guest speaker scheduled for the afternoon 
session tomorrow. Mr. John Williams, of the Oklahoma State 
University Department of Sociology, is going to speak to the 
members of the institute on 11 The Nature of the Rational. 11 
Tuesday: Group IV scheduled the first half of the morning session at 
one of the nearby lakes. They met at the High School and 
loaded the students into three cars to transport them to the 
lake. They spent this time at the lake setting up a simu-
lated society which focused on the law and criminal behavior. 
After about two hours of this they returned to the High School 
and spent the remainder of the morning discussing how one 
might become a criminal in an environment of discrimination 
and poverty. The students seem to be very interested in this 
subject, and they also seem to like the way things have been 
handled so far this week. 
During the morning session at the University, Selakovich 
talked with those participants in attendance on the rational 
role of the teacher. This was a fitting introduction to the 
afternoon setting in which Wi 11 i ams spoke on 11 The Nature of 
the Rational 11 and its place in man's everyday life. You might 
say that for those who attended both the morning and afternoon 
sessions at the University, the day ended with a great deal of 
confusion. The main points in the morning and afternoon pre-
sentations could be seen as being diametrically opposite. 
Where Dr. Selakovich had emphasized the importance of utiliz-
ing the rational as an 11 objective 11 measure of truth, Mr. 
Williams had pointed out that the rational was only a tool to 
aid man in living his life to the fullest, and that 11 objectiv-
ity11 from a purely rational point of view was not attainable. 
Some of the teachers were very impressed with Mr. Williams• 
presentation; others were not only unimpressed, but perhaps 
somewhat offended. But one thing is certain, whether impress-
ed or not, being confronted with both sides of any issue 
serves to broaden one's perspective and tolerance, and I feel 
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that the majority of the teachers profited from the experi-
enceo Many of the participants were so impressed with what 
Mr. Williams was saying that they expressed a strong desire to 
have him return again before the tnstitu;te :is ove·r:. 
A third social party has been scheduled for Thursday even-
ing at Miss Kime's apartment. 
Wednesday:For some reason, a trip was scheduled this morning to the city jail--apparently for comparison of what goes on in the county jail. Some confusion was present, and it seems the male mem-
bers of the high school class cut out, leaving only the four 
girls to tour the jail. When they returned to the High School 
they attempted to discuss what they had seen, with mostly neg-
ative results. Finally they were able to get a good discus~ 
sion started, which everyone felt was somewhat of a miracle 
with more teachers than students present. 
During the afternoon session things seemed to drag by 
without evidence of interest or excitement. Most of the time 
was spent planning for the party tomorrow evening, with some 
discussion of the events that occurred at the jail this morn-
ing. One important occurrence concerned the distribution of 
grades for the institute participants. The staff made a 
special point early in the institute to de-emphasize grades 
and their importance for this institute, hoping that this 
would place a value on cooperation in activities during the 
summer weeks we were together. The participants were told 
that they would not have to worry about making a grade, and 
that they could concentrate their attention on things of their 
interest that had special meaning for them, because formal 
assignments would be limitedo But even with this devaluation 
of grades, many of the participants could not bear the ambi~-
uity of the situation. The value of stratifying by grade 
distribution is deeply embedded in the personality of a great 
majority of our society, and teachers are no exception. Their 
concern over grades when no concern was necessary, points to 
an issue in American education that is ubiquitous. Students 
coming through our educational system are achievement-
oriented and highly competitive if they are successful. Their 
socialization process tends to place value on being a 11 winner, 11 
and for many who are not winners, their lives revolve around 
vicarious achievements and victories. We are much more con-
cerned with the student's success in relation to some extrin-
sic goal than with the 11 unfolding 11 of his personality by 
inquiry and discovery of the world of which he is a part. 
Grades, it would seem, are valued over kindness, love, and 
good will--which says a great deal for the state of our 
society today. 
Thursday: The morning session at both the High School and the University 
were somewhat uneventful, and things went pretty much as they 
had beforeo 
The afternoon discussion centered around the topic of 
11 justification 11 in education. Does the teacher have to jus.;.· 
tify what he does and see some functional purpose in what is 
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taught? Educational methodology is based upon justifying 
what techniques are best for certain purposes. It has a 
goal in mind, and a procedure for best attaining that goal. 
The issue is: Should education be a process whereby the 
student internalizes what he is told is 11 right, 11 or should it 
be one in which he explores his environment with an understand-
ing teacher whose main concern is with the 11 unfolding 11 of a 
unique personality, and who sees his role as one of friend and 
helper, not as an authority and disciplinarian? My prejudice 
shows through in my statement of the issue. They discussed 
this issue without drawing any definite conclusions concerning 
what might be the best approach. 
The softball team plays again this afternoon, and the 
party is still to be held tonight at Miss Kime 1s house. 
One noticeable thing concerning the leadership within the 
institute is the grouping factor. Since the most important 
contribution each participant makes to the functioning of the 
institute is made within the group in which he is a member, 
the leadership factor in this institute has tended to segre-
gate its influence into the five separate groups, with a hier-
archy of leadership emerging within each of the groups. Not 
that the members as a whole are completely without leadership, 
but this leadership tends to be fairly equally divided between 
those individuals that are also the key figures within their 
respective groups. Those individuals mentioned in an earlier 
statement concerning the leadership in the institute, i.e., 
Irvin Brown, Elijah Adair, Charlie Cobb, 0. D. Bell, James 
Teel, and Wes Gulliksen, are representatives of four of the 
five groups in the instituteo Millard House has recently been 
very influential in the discussions and also in the informal 
activities, 
Friday: The party at Miss Kime 1s apartment was enjoyed bY those who 
attendedo By this time most of the participants in the insti-
tute look at each other as close friends, with the possible 
exception of six or seven members who have remained aloof. 
Jim Morrow presented some pictures of the McAlester 
Prison to the high school students this morning. They enjoyed 
them very much and also the narration by Morrow, who had taken 
the slides personally on a specially authorized trip through 
the prisono The slides and discussion took about two hours of 
the morning, after a slow and somewhat hectic start. The 
students' evaluation of the week was quite positive. Tney had 
enjoyed most of the special activities, and felt that they 
learned a great deal from both the activities and the discus-
sions, 
During the afternoon session some of the students attended 
to assist in evaluating what had occurred during the week. One 
of the Black students said that he felt the session this morn-
ing with the slides was the best thus far. It was an opinion 
shared by most of those in attendance that the unit on crime 
and criminals was one of the most successful thus far. Next 
week Group V will present their unit on poverty. 
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Sixth Week 
Monday: Selakovich will be at the High School this week with Group V 
as they present their unit on poverty. Perkins will be at the 
University this week with the remainder of the institute par-
ticipants. Johnson will be gathering data this week for the 
purpose of evaluating the institute~ Part of this data will 
consist of personal interviews with each of the participants. 
During the afternoon session, what occurred at the High 
School this morning was discussed. Mr. Bell was the leader of 
the group this morning, and he controlled most of the presen-
tation. Group V has decided to have one person in charge of 
the presentation each day, with the remainder of the group 
acting as resources to be tapped if necessary. They will 
rotate the leadership position each day, giving each indi-
vidual in the group an opportunity to make one major presen-
tation during the week. They showed the film 11 Superfluous 
Peoples 11 this morning, which is an hour-long documentary of 
those categories of people in our society considered useless 
or without productive value, e.g., the Blacks, the old, the 
poor, etc. The discussion of this film centered around the 
question, 11 How can these people get out of the superfluous 
situation they find themselves in? 11 The students were very. 
interested in this subject, and Bell utilized the techniques 
of inquiry to their fullest potential. 
A dinner has been scheduled for Thursday evening at one 
of the restaurants in town, with a party at Johnson's follow-
ing the dinner, 
Tuesday: Group V appears to have learned a great deal from the exper-
iences of the other four groups. They are conducting a well-
organi zed inquiry into the issues of poverty, rotating the 
leadership responsibilities for each day's activities. This 
gives every member of the group the responsibility of con-
trolling the presentation for at least one day of the week, 
and no one member is burdened with carrying the ball for all 
the others. This is the oldest age group in the institute, 
with an average age of about fifty years. Some of the stu-
dents have commented that they enjoy the younger teachers more 
than the older ones, generally speaking. I suppose this is a 
testimony to the gap between age groups that grows greater as 
one progresses in age. At any rate, it seems that, for the 
most part, the inquiry approach to teaching, with the intrinsic 
value placed on meaning and relevance in the student's world, 
not on an external body of knowledge, is more easily accepted 
by those teachers who have not lost their idealistic approach 
to life--teachers relatively new to the 11 system. 11 
One of the important factors concerning the structure of 
the institute is the fact that thirty-one of the thirty-
three teachers will be employed in the 1ulsa City School Sys-
tem in the Fall of 1970. Many of the important issues that 
have been dealt with in this institute indicate that changes 
are necessary in some areas, e.g., subject matter emphasis, 
curriculum structure, general philosophy of education, etc., 
if the present needs of our society are to be met. This 
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change will demand political action in some areas. There is a 
general consensus among the staff and participants of the insti-
tute that the sense of community stemming from this summer 
spent together could and should serve as a valuable aid in 
politically uniting the social studies teachers in this School 
System, 
Wednesday:Group V continues to conduct a successful inquiry into the 
issue of poverty. They rotated leadership of the group for the 
third time today, concentrating on poverty and hunger in the 
world and its relation to the population problem. The stu-
dents were very attentive and interested in this issue. Dur-
ing the afternoon session, an attempt was made to evaluate the 
progress at the High School thus far this week. For the most 
part, interest is waning at this point. The teachers find 
themselves in the process of mentally moving back to Tulsa. 
Most of them are looking forward to some rest and relaxation 
during the month of August. The plans for the party tomorrow 
night are progressing smoothly. This is an event planned with-
out the advice or assistance of the staff. The teachers have 
some surprises in store for the staff, and they are going. 
about the planning of this party in a very secretive manner. 
Everyone seems to be looking forward to this last get-together 
with each other. It should be a party to remember. 
Thursday: The institute was completed for the mos't part today. Selako-
vich and Group V continued with the issue of poverty at the 
High School. Johnson led the discussion at the University 
this morning. The discussion centered around bringing toget-
her most of the concepts that had been used during the 
institute, and evaluating their utility as aids in understand-
ing man's social environment. We looked at some of the 
issues within the framework of different sociological models. 
In many ways this session could be seen as the second and 
final peak of the institute. For many of the participants it 
was a time in which a great deal of synthesizing from the 
entire institute took place, It served as an opportunity to 
unite those issues and concepts that had been looked at sep-
arately until this time, In many ways this session served the 
same purpose that a final test would have served. It allowed 
the participants to bring together all they had learned and 
absorbed during the summer; to synthesize the separate parts 
into a whole with a different meaning for each individual in 
the insitute, 
During the afternoon session the teachers were given an 
opportunity to evaluate the institute in a written manner. 
Johnson administered the School Opinion Survey and one other 
measurement tool that called for a written response to the 
institute, Some attempt was made to orally evaluate the 
institute, but after the individual interviews and the writ-
ten measurement today, most of the teachers were 11 burned out 11 
on evaluation, Interest quickly changed to the prospects of 
tonight's party, Everyone was anxious about the event, and 
the teachers seemed to enjoy the fact that they had created an 
uncertain situation for the staff members. At any rate, 
everyone is looking forward to the party and the informal 
session which could conceivably be an allnight affair. 
186 
Friday: Things were wrapped up early at the High School so that we 
could all meet at the University for good-byes that morning. 
The party at the Colony Club is one that everyone will remem-
ber for a long time, Some of the participants had worked up 
a beautiful presentation that I 1m sure touched everyone, but 
it was most comforting and rewarding to the staff members. 
They included everyone in the program, but it was geared to 
let the staff know just how much the institute had meant to 
them. After the dinner and special program, everyone met at 
Johnson's house for some drinks and parting exchanges. This 
session lasted until about 3:00 A. M., and most of the par-
ticipants wore the signs of lack of sleep on their faces this 
morning, 
The conclusion of the institute was an occasion for tears 
and sorrow, as many of the staff and participants had grown 
very close to one another. Prospects of following up the 
institute with valuable changes in the Tulsa City School Sys-
tem led most of the participants to gear their emotions to 
the future which, if successful, could prove to be the most 
positive evaluation of the institute. 
APPENDIX D 
SCHOOL. OPINION SURVEY 
The purpose of this survey is to determine the opinion of individ- · 
uals with respect to a variety of factors that relate to how public 
schools operate. You may·feel that you do hot have adequate knowledge 
of all of the questions asked, but please answer all questions on the 
basis of the opinions you.have formed at·this time. Please mark.your 
answers .with a soft black pencil. If you change your mind about an 
answer after you have already marked it, be sure to erase your first 
answer completely .. 
Section One 
In this section, read each item then blacken one of the 5 answer 
spaces to the left of .that question. Blacken A if you Disagree ·Strongly, 
B if you Disagree (mildly), C if you ·are Uncertain, D if you Agree 
(mildly), or E if you Agree ·Strongly. For example, look at SAMPLE ITEM 
0. If you chose C (Uncertain),your mark next to that item should look 
like this:. · 
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O. Sample Item. 
1. The most important task of the school is to 
help children to understand the world in 
which they· live. 
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2. The .individual des.ires and inte:rf:sts of stu-
dents should in no way affect the construction · 
of the curriculum. 
3. II Factsll are not fixed, but can chang~ with the. 
situation. 
4. Education is essentially a process in which 
the teacher helps the student realize his 
potential self. · · 
5. The power of judgment is by nature equal in 
all men. 
6. The objective scientific method is the best 
road to truth, . 
7. The real value of the curriculum depends on 
changes it brings about in the behavior and 
1 i ves · of the students .. 
8. Controversial issues should not be discussed 
in the classroom. 
9. Teachers should suggest problems and encourage 
. . . pupils to find for thems.elves solutions which 
will work. 
10. The best discipline jj for a child to be 
brought to realize the natural consequences of 
his behavior. 
11. The only objective of the school is intel-
lectual development. · · 
A B C D E 12. Knowledge and truth are relati.ve, .not abso-( ) ( ) ( ) ( ) ( ) lutei 
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13. An individual's feelings of adequacy about 
himself will be directly reflected in the 
effective~ess of his behavior. 
A B C D E 14. It is best to ignore feelings and let the 
( ) ( ) ( ) ( ) ( ) facts speak for themselves. 
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A B C D E 15. The main purpose of education is to turn out 
( ) ( ) ( ) ( ) ( ) active people who DO things. 
A B C D E 16. Enjoyment of learning for the sake of-learning 
( ) ( ) ( ) ( ) ( ) is an important educational goal. 
A B C D E 17. Teachers need the right to. administer corporal 
( ) ( ) ( ) ( ) ( ) punishment to maintain discipline. 
A B C D E 18. Differences among human beings are usually 
( ) ( ) ( ) ( ) ( ) superficial. 
A B C D E 19. Schools should teach, not just known facts, 
( ) ( ) ( ) ( ) ( ) but ways to discover new facts. 
A B C D E 20. Teachers should concentrate on developing 
( ) ( ) ( ) ( ) ( ) skills, ~specially critical thinking. 
A B C D E 21. It is not the teacher's job to determine 
( ) ( ) ( ) ( ) ( ) guilt or give out punishment. 
A B C D E 22. The teacher should not have to be concerned 
( ) ( ) ( ) ( ) ( ) about motivation. 
A B C D E 23. Facts change as new knowledge is developed. 
()()()()() 
A B C D E 24. The teacher's primary job is to help each ( ) ( ) ( ) ( ) ( ) · child achieve his own potential. 
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25. Punishment seldom produces the educational 
results it is intended to produce. 
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A B C D E 26. A child's interest in a subject is unrelated ( ) ( ) ( ) ( ) ( ) to how well he does it. 
A B C D E 27. There are really NO principles which are uni-
( ) ( ) ( ) ( ) ( ) versal and unchanging. 
A B C D E 28. A good education is a broad education. 
()()()()() 
A B C D E 29. A child's feelings have no bearing on his 
( ) ( ) ( ) ( ) ( ) learning. 
A B C D E 30. The most important objective of education is 
( ) ( ) ( ) ( ) ( ) to teach effective problem-solving skills. 
A B C D E 31. Schools exist primarily for the purpose of 
( ) ( ) ( ) ( ) ( ) helping children realize their own individual 
potential. 
A B C D E 32. It is best not to make exceptions to the rules 
( ) ( ) ( ) ( ) ( ) for individual cases. 
A B C D E 33. Truth is relative; it is never absolute. 
()()()()() 
A B C D E 34. Schools should give students more training in 
( ) ( ) ( ) ( ) ( ) self-discipline. 
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Section Two 
In this section read each item and indicate by blackening one of 
the answer spaces what CHANGES, if any, you believe should be made to 
improve public education. Take number l (individual counseling of. 
pupils), for example. If you believe there should be Much Less than now 
you should blacken A; if you believe there should be a Little Less than 
now you should blacken B; if you believe it should be Just the Same as 
now, blacken C; if a Little More than now,. blacken D; and if Much More 
than now, blacken E. · · 
M M 
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A B c D E 1. Individual counseling of pupils .. ()()()()() 
A B c D E 2. Competitive sports. ()()()()() 
A B c D E 3. Pay for administrators. 
()()()()() 
A B c D E 
( ). ( ) ( ) ( ) ( ) 4. 
Student government. 
A B c D E ()()()()() 
5; Hours spent in school.· 
A B c D E ( ) ( ) ( ) ( ) ( ) 6. Use of teachingmachines. 
A B c D E 7. . Strict enforcement. of school rules. ( ) ( ) ( ) ( ) ( ) 
A B c D E ()()()()() 
8. . Counseling ·on personal problems . 
A B c D E 9. Team sports. 
()()()()() 
A B c D E 10. Clerical help for teachersi 
()()()()() 
A B c D E 11. Shop and crafts classes. ()()()()() 
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A B c D E 
()()()()() 
12., Weeks in. ·the school year. 
A B c D E 13. Personality testing. 
()()()()() 
A B c D E 14. Strictness of di sc.i pl i ne. , 
()()()()() 
A B c D E 
()()()()() 
15. Attention to individuality of pupils. 
A B c D E 16. Extracurricular activities. 
()()()()() 
A B c D E 
()()()()() 
17. Pay, for teachers .. 
A B c D E ( ) ( .) ( ) ( ) ( ) 18. Student organizations~ 
A B c D E 19. Emphasis on great literature. 
() () () () (,) 
A B c D E 
()()()()() 
20. Use of I.Q. tests .. 
A B c D E 21. Spanking of misbehaving pupils. 
()()()()() 
A B c D E 22. Interest by parents in school matters. 
()()()()() 
A B c D E 23. Time allotted to outdoor play. { ) { ) ( ) ( ) ( ) 
A B c D E 24. Help for emotionally disturbed pupils. 
()()()()() ' ' 
A B c D E 25. Books in library. 
()()()()() 
A B c D E 26; Longer class periods. 
()()()()() 
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A B c D E 27. Use of standardized tests. ()()()()() 
A B c D E 
()()()()() 
28. Stringent laws against truancy. 
A B c D E 29. Parent-teacher conferences! 
()()()()() 
A B c D E 30. _ P.T.A. activities. 
()()()()() 
A B c D E 31. Educational research. 
()()()()() 
A B c D E 32. Methods courses for teachers. 
()()()()() 
A B c D E ()()()()() 
33. Free periods. 
A B c D E 34. State regulation of education. ()()()()() 
A 8 c D E 
()()()()() 
35. Teaching of morals in school. 
A 8 c D E 
()()()()() 
36. Orientation for parents of new pupils. 
A B c D E 37. Grading on the curve. 
()()()()() 
A B c D E 38. School psychologists~ ()()()()() 
A B c D E 39. Efforts to prevent school drop-outs._ ()()()()() 
A B c D E 40. Individual attention for each pupil. ()()()()() 
A B c D E 41. Use of objective tests. ( ) ( ) ( ) ( ) ( ) 
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( ) ( ) ( ) ( ) ( ) 
A B C D E 
()()()()() 
A B C D E 
()()()()() 
A B C D E 
()()()()() 
A B C D E 
(.) ( ) ( ). ( ) (:) 
A B C D E ( ) ( ) ( ) ( ) ( ) 
A B C D E ( ) ( ) ( ) ( ) ( ) 
A B C D E 
()()()()() 
A B C D E ( ) ( ) ( ) ( ) ( ) 
A B C D E ( ) ( .) ( ) ( ) ( ) 
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42. Closer home-school relationships. 
43 .. · Extent of counselor education 
44. Field trips. 
. 
45. Teaching of abstract ideas. 
46. Consumer education. 
47. Writing of themes. 
48. Child-study training •. 
49. Encouragement of crea ti vi ty. . 
50. Co-educational physical education. 
51 •. Large school districts. 
52. Inci,dental expenses of education paid by the 
school. · 
53. Emphasis on soci a 1 studies .. · 
54. Free. medical. care of students. 
55~ School social workers. 
56. Group projects. 
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A B c D E 57. Surrrner school for·acceleration. ()()()(){) 
A B c D E 58. Lighting of classrooms. ()()()()() 
A B c D E 59. Group discussi~ns with parents. ()()()()() 
A B c D E 60. Team teaching. ( ) ( ) ( ) ( ) ( ) 
A B c D E 61. Home visits by teachers. ( ) ( .) ( ) ( ) ( ) 
A B c D E 62. Autonomy of local school boards. ( ) ( ) ( ) ( ) ( ) 
A B c D E ( ) ( ) ( ) ( ) ( ) 63. Attention given to gifted children. 
A B c D E 64. Training in art and music. ( ) ( ) ( ) ( ) ( ) 
A B c D E 65. Foreign language course. 
()()()()() 
A B c D E 66. Stress on mathematics. 
()()()()() 
APPENDIX E 
SCHOOL OPINION SURVEY (Items Segregated by Factors) 
I. Humanist 
· 1. The most important task of the school is to help children 
to understand the world in which they live. (l}* 
2. Education is essentially a process in which the teacher 
helps the student realize his potential self. (4) 
3. The real value of the curriculum depends on the changes it 
brings about in the behavior and lives of the studentsi (7) 
4. The best discipline is for a child to be brought to realize 
the natural consequences of his behavior. (10) 
5. An individual 1s feelings,of adequacy about himself will be 
directly .reflected in the effectiveness of his behavior. ( 13) . 
6. Enjoyment of learning for the sake of learning is an impor-
tant educational goal. (16) · 
7. Teachers should concentrate on developing skills, especially 
critical thinking. (20) 
8. The teacher 1s primary job is to help each child achieve. his 
own potenti a 1 . ( 24) 
9. A good education is a broad education. (28) 
10. Schools exist primarily for the purpose of helping children 
realize their own individual potential. {31) 
I I. Reali st 
* 
1. The individual desires and interests of students should in 
no way affect the construction of the curriculum. (2) 
2. The power of judgment is by nature equa 1 in a 1.1 men. ( 5) 
3. Controversial issues should not be discussed in the class-
room. (8) 
4. The only objective of the school is intellectual develop-
ment. (11) 
5. It is best to ignore feelings and let the facts speak for 
themselves. (14) 
Parenthesized numbers indicate items in Section One (Appendix D). 
, nc 
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6. Differences among human beings are usually superficial. 
{18) 
7. The teacher should not have to be concerned about moti-
vation. {22) 
8. A child's interest in a subject is unrelated to how well 
he does in it. {26) · 
9. A child's feelings have no bearing on his learning~ {29) 
10. It is best not to make exceptions to the rules for indi-
vidual cases. {32) 
III. Experimentalist 
1. 11 Facts 11 are not fixed, but can change with the situ-
ation. (3) 
2. The objective-scientific method is the best road to 
truth. (6) · · 
3. Teachers should suggest problems and encourage pupils to 
find for themselves solutions which will work. (9) 
4. Knowledge and truth are relative, not absolute. {12) 
5. The main purpose of education is to turn out active 
people who DO things. {15) 
6. Schools should teach, .not just known facts, but ways to 
discover new facts. {19) 
7. Facts change as new knowledge is developed. {23) 
8. There are really NO principles which are universal and 
unchanging. {27) 
9. The most important objective of education is to teach 
effecttve problem-solving skills .. {30) 
10. Truth is relative; it is never absolute. {33) 
IV. Individual Attention 
** 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10 . 
Individual counseling of pupils. [1] ** 
Counseling on personal problems. [BJ 
Attention to individuality .of pupils. [~ 
Interest by parents in school matters. ~~ 
Parent-teacher conferences. ~ij · 
Orientation for parents of new p;tls. 
Extent of counselor education.~ ~ 
Encouragement of creativitY.. ~9 
School soc i a 1 workers. [s[jJ 
Home visits by teachers. ]l 
.V. Group Activities 
1. Competitive sports. [~ 
2. Team sports. [~ 
Bracketed numbers indicate items fr9m Section-Two {Appendix D). 
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3. Extracurricular activities. [16] 
4. Time allotted to outdoor play. (lj 
5. P.T.A. activities. [30] 
5. Grading on the curve. @V 
7. Field trips. @41 
8. Co-educational phJsical education. U>cy 
9. Group projects. [f>§} 
10. Autonomy of local school boards. ~~ 
VI. Professionalization 
1. Pay for administrators. [jJ 
2. Cl eri cal help for teachers. \j ij 
3. Pay for teachers. fi iJ 
4. Help for emotionally disturbed pupils. ~~ 
5. Educational research. ~y 
6. School psychologists. OeJ 
7. Teaching of abstract ideas. @~ 
8. Large school districts. L5D 
9. Summer school for acceleration. ~ii 
10. Attention given to gifted children. i~ 
VII. Non-Academic 
1 . Student government. [4) 
2. Shop and crafts classes .. lili 
3. Student organizations. ~~ 
4. Books in library. ~~ 
5. Methods courses for teachers. @® 
6. Efforts to prevent schoq,1 drop-outs. @~ 
7. Consumer education. &91 
8. Incidental expenses of education paid by the school. ffi~ 
9. Lighting of classrooms. [lia' 
10. Training in art and music. {§4) · 
VIII. Academic Discipline 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
Hours spent in school. (~ 
Weeks in the schoo 1 year. Q ~ 
Emphasis on great literature. [~ 
Longer class periods. ~~ 
Free periods. ~31 (-) 
Individual attention for each pupil. 
Writing of themes. fliJ 
Emphasis on social studies. 15.~ 
Group discussions with paren~s. [5~ 
Foreign language course. {§~ 
(-) Indicates scale reversal. 
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IX. Scientific Objectivity 
1. Use of teaching machines. [6] 
2. Persona 1 ity testing. ~ lJ 
3. Use of I.Q. tests. l2QI' 
4. Use of standardized tests. (2i) 
5. State regulation of education. @~ 
6. Use of objective tests. ~] 
7. Child-study training. @~ 
8. Free medical care for students. ft>~ 
9. Team teaching. ~g 
10. Stress on mathematics. @6] 
X. Strict Control 
1. Teachers need the right to administer corporal punish-
ment to maintain discipline. un 
2. It is not the teacher's job to determine guilt or give 
out punishment. (2.1] : . 
3. Punishment seldom produces the educational results it 
is intended to produce. [?~ 
4. Schools should aive students more training in self-. 
discipline. ~! 
5. Strict enforcement of school rules. (?] 
6. Strictness of di sci pl ine. U~ 
7. Spanki.ng of misbehaving pupi 1 s. ,1) 
8. Stringent laws against truancy. ~ 
9. Teaching of morals in school. ~ 
10. Closer home-school relationships. (4~ 
APPENDIX F 
EVALUATION OF THE NSF INSTITUTE IN SOCIOLOGY 
The following is a list of items representing areas of emphasis within 
the institute. Please rate these items according to the value they have 
had for you personally. 
v 
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( ) ( ) ( ) ( ) ( ) 
( ) ( ) ( ) ( ) ( ) 
()()()()() 
( ) ( ) ( ) ( ) ( ) 
( ) ( ) ( ) ( ) ( ) 
()()()()() 
()()()()() 
()()()()() 
()()()()() 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
The SRSS materials. 
The Prentice-Hall materials. 
The utility of having an experimental high 
school class in an institute of this sort. 
The inquiry-centered problems approach to 
teaching. 
The concepts and methods of sociology. 
The fellowship of the teachers and staff 
during the six-week period. 
The morning discussion session. 
The afternoon evaluation sessions. 
The limited structure, i.e., assignments, 
tests, term papers, etc., of the institute. 
The supplementary gains from being chosen to 
participate in this institute, i.e., eight 
hours graduate credit, free tuition and books, 
$75 per week, etc. 
Using the remainder of this sheet and the blank one attached, please 
evaluate the institute in your own terms. 
,..,..,.. 
APPENDIX G 
TEACHING PHILOSOPHY AND GENERAL EDUCATION IN SOCIOLOGY 
Larry M. Perkins . 
Apri 1, 1970 
I have never set down on paper my convictions about teaching, 
partly because I am not sure I have ever analyzed them. My teaching 
philosophy has a good deal of MYTHOS about itj because teaching is a 
mystery to me. This present effort will be an effort at putting my 
teaching understandings over into the area of LOGOS, i.e., self-analysis. 
In my seven years of college teaching I have had to 11 force 11 myself 
to get out from behind the data and concepts, and interact with stu-
dents. It is easy for me to interact with concepts and l~t students 
fit themselves into this kind of dialogue as best they can. Many stu-
dents like to. have this kind of structure, since the content emphasis 
approach protects the student's facade as well as my own. There is no 
denying the fact that some students can do quite well with a content 
emphasis theme, and appreciate this approach to learning. However, I 
am unable to teach consistently with this approach, since the 11 social 
cost 11 is very high, I think, for most people in this kind of class. 
The 11 social costs 11 consist of indifference, alienation; system-beating, 
object manipulation, grade emphasis, dishonesty--in a word,. 11 character 
erosion. 11 
I would like to think that I approach each class as an opportunity 
'>n1 
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for me to join with a group of students in enlarging our understandings 
about a subject area as well as develop an appreciation of ourselves and 
others. I usually raise a question related to reading material we are 
dealing with. I make every effort to find questions that are beyond my 
comprehension to answer. 1 once heard a college student say 11 Don 1 t · 
raise false questions with me. If you know the answer to a question, 
then give me the answer and let's get to. :the questions"where there 
are no answers. In other words, let I s not play cat and mouse games. 11 I 
don't deny that answers are available, but they cannot be held tightly 
since they are only temporary, short-run explanations. I have noticed 
that class discussions generally provide a variety of explanations as 
well as new issues for discussion. Sometimes I give my interpretive 
preferences, but no student (I like to think) is duty-bound to accept my 
explanation. As you might guess, the questions that I raise in class 
have a h.eavy emphasis on value issues. I have noticed that during a 
discussion I tend to ask various people, who give every indication of 
being involved in the discussion, 11 What do you think? 11 or 11 Do you agree 
with that? 11 
A question I raised with an urban sociology class today might give 
some hint as to what occurs in class. I asked, 11 What does it mean to 
live life in an environment built to human scale?" I suggested we 
might examine the 11 human scale 11 issue in education, religion, the city, 
transportation, etc. I honestly have no answers to this question. I 
have some ideas, but they are my personal observations, and not 11 pat11 
answers, Mumford (assigned reading) speaks of human scale but without 
providing concrete examples. 
I have had many students say they come out of my class so 
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intellectually stimulated that they nearly 11 croak 11 when they move the 
next hour into a lecture-type course. I have also had some students 
say (courageously) they get nothing out of a discussion or the whole 
course. 
I refuse to believe in the oft-mentioned contention that many class 
discussions are a 11 pooling of ignorance 11 or always end up in bull ses-
sions. My dictum is - a view or opinion honestly expressed is valid and 
welcome. A student who seeks to contribute without convictions or be-
lief will be exposed, if I have my way. A student who gives me text-
book definitions devoid of understanding is indeed in a sorry state of 
affairs. There is no subject-matter, be it history, sociology, mathe-
matics, or chemistry, that is worthy of being learned without under-
standing. I take understanding to mean that knowledge should have 
relevance (not necessarily utility) for the student. If he does not 
find meaning in the material, then he should not be penalized. My 
exams generally consist of broad-based essay questions. I ask the stu-
dent to (1) structure the question, (2) bring knowledge (data) to bear 
if he thinks it important to him, and (3) his personal synthesis (under-
standing) of the question. In the student vernacular, I am looking for 
good human vibrations. I penalize hypocrisy and fraud. The student 
who runs amok and goes rational on me will not get an A (probably a 
~or~' depending on how serious it is). A student who writes reams 
without conviction can get a for a Q_. I am mindful that some students 
have great skill with words, but it is difficult to fake feelings over 
two or three exams. I am looking for an integrated essay logically 
ordered, with data or experience built into it and a strong measure of 
understanding. I make numerous comments on the. exam to point up to the 
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student (and me) his insights and ho.nesty. Exams are a moral issue. 
Very few students (four or five in 2~ years of this kind of testing) 
have disputed the grade received. Why? I I m not sure. I •m heavy on the 
A and!!_, with a few f's and Q's. I do my best to be honest and accept-
ing of the student's attempt at communicating with me. A student who 
writes with conviction will probably fare well. 
To say that when a student completes this course he should_ be at 
"this level" of knowledge accumulati.on or skill is but a statute of lim-
itations. I view it as a fallacy to assume that uniformity in perform-
ance criteria is the goal of education. Well, what should a student 
get out of a class such as urban sociology? I think the student will 
have to determine that for himself. As a behavioral objective I would 
like to think that each student discovers or acquires more understand-
ing and meanfng for his personal life as he relates to the urban envir-. 
onment. If a student wants to become a technic.al expert on urban plan-
ning, my course will give the foundation or base support. He will have 
to acquire the necessary expertise in his own fashion: a specialized 
reading course would probably be useful for this purpose. 
I have discovered that a curious thing happens to my judgment of a 
good or bad class (a specific class session as well as an entire semes-
ter course) contrasted with the student's evaluation. When I think we 
have had a good session (course) it generally means that I had the 
class initiative under my control. When the .initiative is with the 
students, .they think the class. (or course) was good. Terribly confusing 
to me personally!, I ammore concerned with the student's evaluation of 
a class since there are more-of them than me. 
For this kind of class to succeed demands a strong measure of good 
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will on the part of all of us in the room. We have to trust each other. 
Also, we have to work at discussion, it just·does not happen on a day-
to-day basis. Some days are completely disastrous for all of us .. These 
occasions are so painful to ,me pers~nally that I usually go. completely 
neurotic until I meet the class again and work out of it. Some classes 
have a high level of conflict as issues polarize. I have discovered 
that I tend to resort to humor as a way of helping {m~} us maintain our 
good will for one another. 
Formal pedagogy is in a deplorable state of affairs given the heavy 
demands made on formal education as a form of $ecular salvation, Teach-
ers refuse to believe that they cannot 11 deliver 11 when parents and stu-
dents support formal education. My teaching approach has gaping holes · 
in it {in the structure and actual functioning). Based on my experience 
and best judgment, teaching as the work of a trained expert is no longer 
adequate. Teaching and learning are difficult to program on an 8 A. M~ 
to 5 P. M. basis when motivation and interests are mercurial on the part 
of students and myself. 
In the classroom I represent many things to the students: . friend, 
adult, teacher with authority, teacher with knowledge, representative of 
the State of Oklahoma, a parent. I am all of these things, and more. 
I try to go beyond these role designations and represent a fellow human 
being searching 1or a new meaning synthesis. If I seek an industrial 
ev~luation of this kind of teaching, I suppose the .best that could be 
said is that I am inefficient and wasteful of a student's valuable time. 
I continue to view teaching as a desperate act. If all students com-
menced thinking on an issue at~nce the classroom would not contain us. 
On occasion this has happened to me, and ·it is generally .frightening. 
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All of the above may be coherent. or confused and irrational. I 
make no apologies, since most of life is lived with the rational, irra-
tional, and nonrational. 
Course Objectives for a Hi,gh School Introductory Social ogy Course 
Note: . These objectives are at the heart of what I consider to be 
. general education. 
The most that can be said for course objectives is that they are 
guesses or possibilities in the area of student attainment. More than 
likely none of the listed objectives will occur, and yet the course 
could very well succeed ·beyond any student or teacher e'Xpectations (or 
fa i 1). 
I note that the following objectives tend to. be normative state-
men ts: . 
1. Students should come away from the course with increased sen-
sitivity to who they~ in relation to: (t) other members of the 
class; (2) their parents; (3) school enviro;n~ent; (4) peer groups; 
(5) the adult world. 
2. Students should understand. and value their own 11 experiencing 11 
and that of others. 
3. The student-teacher classroom climateshould be supportive of 
discussion, whether it be in the ~rea of: (1) racial beliefs; 
(2) religious beliefs; (3) sexual understandings; or any other 
area of shared interest. 
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